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ABSTRACT
How brief is a working life, yet rich and sufficient when one teaches
-A. Steele, Talkabout, 3/2007.

This research explores the culture of the people living in isolated and remote rural
regions in NSW, in the 1950s and 1960s, the educational needs of isolated students, and
the challenges faced by young teachers in bringing education to children in these
isolated regions. It questions the approaches of the NSW Department of Education to
small rural schools during that time and the appropriateness of the school curriculum as
an education document for both teachers and students. It acknowledges the need for
more specific policy guidelines in rural education and the need to revise teacher
education processes. In some ways similar situations still exist today.

The literature deals with education in rural regions and highlights the difficulties faced
by successive governments in complying with the 1880 Education Act and its
successive amendments. In Australia, the state governments were officially responsible
for the education of the children. The standard curriculum, revised in 1952, outlined
programs of work to be covered by all primary children. Unfortunately, the rural content
failed to accommodate the context in which rural children operated as all children were
expected to have the same educational needs and similar background experiences. No
recognition was given to the fact that the social and life skills required in the remote
rural environments were different from those of urban children. The rural regions
needed fresh and innovative approaches to implement the declaration that ‘all children
must attend school’. Difficulties were acknowledged, but the changes made fell short of
the needs of rural education in remote regions.

I used a narrative inquiry approach during this study to explore the experiences of
teachers and students during the 1950s and 1960s. Ten teachers, seven students and two
parents participated in the study. Through this methodology I recorded their memories
of the perceived role of rural schools from the perspectives of teachers, students and
parents. As I was a teacher in the system of education as it operated at the time, I could
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use my experience to help participants to draw on their experiences to record the issues
in rural education that were of concern to them.

My approach to the study enabled me to record the challenges that faced the children in
the isolated rural regions. The Department of Education did attempt to ensure that all
primary-aged children gained a basic education, but in providing this education, it did
not fully understand the difficulties and challenges that could be experienced by the
participants. In addition to the organization of small schools and the correspondence
school it is discussed as a way of providing distance education for all children. The
importance of a school curriculum is reviewed and its importance to the isolated teacher
when compiling his weekly lesson programs is acknowledged.

The place of the small schools is summarised as recently as 2005, in the Teachers’
Federation Handbook for small school teachers, as follows:
‘small schools occupy a unique and significant position within the public education system …
They provide a focus for community activities and contribute greatly to the social, cultural,
educational and sporting life of the community’ (Teachers Federation, Rural Handbook, p.6).
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PROLOGUES
Many teachers and students have memories of their early days in the rural schools.
Through these memories I learnt of their experiences, of the effects of distance and
isolation, of the challenges encountered in country life and teaching, and of the
dedication of the teachers in bringing education to the many children in the many small
rural schools

Mick’s Story

With his written account Mick recalls his early days of teaching. He graduated in
December 1952 from Wagga Wagga Teacher’s College and in this letter to me reflects
on the conditions he encountered in his appointment, in the 1950s, to a small rural
school. He tells of its rewards and challenges that he experienced as a young teacher.
This is his story:

Where to begin?
I was happy to be appointed to Milperra, then a four teacher school near Liverpool, only about
ten km. from my home at Regents Park. However my optimism turned sour when I arrived at
the school to discover that my classroom was an unlined church hall about 300 yards from the
school along a red clay footpath. The desks for my 35 Year 2 pupils were the folding type as we
had to pack up each Friday for the weekend Sunday school lessons. That was not the worst of it
as we were close to Bankstown Airport and every afternoon at 2.00p.m.the De Haviland
Company would test-bed a jet engine of the Meteor fighter. The sound travelled directly up the
road and any attempt to have lessons was impossible. We had to bring the class up to the school
at lunch time, along the red clay walkway in the middle of one of the wettest winters in
Sydney’s history.

I was only general primary trained and had very few clues about Infant’s work. My Principal
visited me only ONCE in the entire year I was there. This occasion was when he brought the
D.I. (District Inspector) down to meet me!!! I had 4 pupils who could not speak any sort of
functional English, and I have to admit they would not have learned a great deal from their
teacher, despite valiant efforts. Our Casual teacher was a 70 year old lady whose day was spent
reading stories to the children. I happened to walk in only once and it was bedlam!!

xv

At the end of the Christmas break I had assumed that I would return to Milperra, but alas, NO. I
received a telegram appointing me as a teacher in charge of Fernthorpe School. No indication of
where this school was! N.B. was staying with me at the time and he contacted his brother who
worked in the Post Office in Sydney. No luck there, so I decided to wait until Tuesday (Monday
was a public holiday) and enter the Holy Portals of the Department of Education in Bridge
Street.

I was handed over to a clerk younger than me, whose first statement was “You should be at this
appointment to-day”. I then asked him how to get to my school, and he gave me the ‘Magic
Blue Form’ with travelling information on it.

That night I boarded the Albury Mail to travel to Henty, where the ‘Blue Form’ told me I could
catch a Rail Motor to a siding called Ferndale. I arrived at Henty at 6.00 a.m. and on enquiring
when the Rail Motor left for Ferndale the porter said ‘on Saturday Morning’.

To say I was confused was an understatement. However for my good fortune I met R.F. who
was off to a nearby school. I then spent the next three days with him at his school. On Saturday
R.F. drove me to the P. and C. President’s farm and there I was handed over to the young couple
who were to board me. They lived about two miles from the school along a lane, and I went on a
very hot Sunday to view MY school. John O’Brien’s poem of The Old Bush School had nothing
on it!! It was stuck in a corner of a paddock, surrounded by peppercorn trees and very much in
need of a coat of paint. No electricity, a battery wireless and that was about it.

I had 6 classes and in my 18 pupils, seven were from the same family and the top I.Q. was
below average. One previous Teacher-in-Charge had written ‘the rate of progress in this family
is indeed slow,’ but there are a few bright pupils that keep me sane. After walking to and from
my boarding home for two weeks I was able to obtain a pushbike, which made life easier.

I was at a loss to know what I should be teaching as there was no Curriculum at the school. I
had no means of contacting anyone to get advice. I muddled on as best I could. Finally a visit
from my District Inspector stationed in Albury brought things to a head. I’m sure he must have
realised my frustration, and instead of being critical he offered me a deal of advice and sent me
out a stack of material, including a Curriculum, which helped me a lot. In those days you taught
by the Curriculum, which in some ways [made] it is easier to handle a structured approach, but
its educational merits could be a matter for discussion.
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The lack of water created problems both at school and where I boarded. At school the pupils had
to bring their own water for a time. However at home it was worse. We could only bath once a
week, everyone in the family (husband, wife, two children and finally teacher) using the SAME
WATER. I was always last so I leave it to your imagination what colour the water was.

All book corrections had to be done in daylight as they had only a small 12 volt lighting system
which was run by a petrol motor which stopped at 8.00 p.m. each night. So at 8.00 p.m.
everyone went to bed!!!

To say that the first year was ‘annu[l]s horribilis’ was putting it mildly. However, every cloud
has a silver lining as my enforced inability to get to civilization enabled me to save enough to
purchase a car before the next year.

The lack of suitable training, the indifference of the powers that be to problems that we
encountered and my general training had not prepared me for:- 1) Infant classes, 2) small school
multiple classes and 3) small community life. The inability to contact other small school
teachers was helped a little when a monthly meeting of teachers in the surrounding areas was
arranged. This was a source of both educational and social advantage for all, but this was not
done through the Department but on the initiative of a couple of teachers.

Elaine, this has about exhausted my memories of the early days. Despite the early traumas I
would spend the next 13 years in one-teacher schools, and these were probably the most
enjoyable and productive of my career.

I still have happy memories of W.W.T.C. (Wagga Wagga Teacher’s College).

Best regards, Mick

A petition for a school
In 1915 parents compiled a petition to the Department of Public Instruction for a public
school to be opened at North Deniliquin to enable their 31 children to attend a school and
gain an education. They claimed that the nearest school was too distant from their homes.
In winter the roads were wet and with the school so far from their homes travel was
prevented, and in summer the heat was often severe and it was impossible to organise a
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reliable conveyance. There was an urgent need to provide education for the families
living along the Stock Route

In 1916 the Department of Education decided to move an unwanted school building to a
site that would service the 20-plus children able to attend school.
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1915 - North Deniliquin’s successful petition to relocate the school
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CHAPTER 1 INTRODUCTION

1.1 The school - as it was then
About 9.00 am activity commenced around the school. We’d walk a block or a mile, ride a bike
two blocks or four miles, come by car or travel by bus for up to an hour. For the Mandamah kids
there were early and late weeks – early in the morning eased by early off in the afternoon. Bags
were stacked neatly on the verandahs – girls one side the boys the other. (M. Camp, in Ariah
Park Central School Centenary Publication, 1999, p.49)

This description of rural school life in the 1950s and 1960s is typical of much of rural
Australian education of that time. For more than 150 years rural schools and the
correspondence school system educated children in isolated and remote farming and
grazing communities throughout Australia. They accommodated a large percentage of
the country school population but little was documented about the experiences of
students and teachers at these schools. Braithwaite and King, as a follow up to
UNESCO’s Education Abstracts (Volume VI, No 5, May 1954) were approached to
compile a study on a multiple-class rural school (Appendix 1). They claimed in their
study that ‘any research literature on rural education in Australia was limited’ (p. 3).

My study was designed to contribute to the literature in this field through the use of the
theoretical framework combining phenomenology and narrative inquiry. It tells the
stories of the people (pupils, teachers and parents) who were involved in small school
rural education and describes the challenges they faced as a result of distance and
isolation. A specific meaning for ‘rural’ is difficult to formulate as there is no one
definition. There are many interpretations of the term but for the people living in the
country ‘rural’ means ‘not urban’, and rural schools are expected to cater for the
education of children in country areas that are remote from the larger urban schools.

The study arose from my long-time association with different forms of education, a
personal interest in rural and the Blackfriars Correspondence Education and the
relevance to the students of such methods. As a student in a rural setting, and later as a
teacher in country schools in NSW, my experiences were sometimes similar to those of

1

particular participants. At other times, of course, although a common ‘history’ existed,
the individual experiences were different (Appendix 2).

1.2 Australian Education in Context
A detailed study of early colonial schooling in Australia can be found in A.G. Austin’s
study of Australian Education, 1788 to 1900 (1963). Material was also compiled by
James Elijah in The Rural School (1926) while John Braithwaite and Edward King
(Year and date not provided, assumed 1950) were commissioned by UNESCO to
produce a study of rural small school education in NSW. Unfortunately it did not
represent distant and isolated rural schools, for it was centred on the demonstration
small school in Sydney, but the study was justified by a statement in the Preface:

‘Australia has a rich experience … in one and two-teacher schools … but the base theory, staff
training, curricula and administration [relies] more on the needs of the larger and more
influential units found in the urban centres (p.3)

The NSW Department of Education’s Instructions for Primary Schools (printed 1925)
and the Primary NSW Department of Education 1952 Curriculum directed teachers on
the subject matter to be taught across all classes in all schools, from a fully staffed urban
school to a one-teacher remote rural. The content did not vary (Appendix 3).

K.S. Cunningham (1931) in his research series gave an account of the ‘methods and
achievements of the correspondence school in instructing children in isolated areas’
(p.9), and showed the ways in which it could provide elementary education for children
unable to attended a ‘normal’ school (Appendix 4). The study identified the features of
correspondence education in an attempt to provide for all children’s education. Printed
lessons would be forwarded to the students each week in the subjects of reading, writing
and mathematics. These lessons were based on the school curriculum, they were to be
studied and then the completed material returned to the correspondence school. No
further detailed work on this subject appears available. It was a partial solution for the
Department of Education to meet the challenge of the Act that stated all children must
attend school. The words of ex-students and teachers recognised, as stated in the
2

Department of Education Handbook (1969, pp.101-102), the need for children’s
education in rural regions.

The Correspondence system should not be confused with the School of the Air. In 1950
they were two different systems although the objectives were similar. Both aimed to
cater for children in remote communities. In 1946 Adelaide Miethke, a former teacher
associated with the Flying Doctor Service, suggested that such a school could bring
education to outback children where communication and mail services were unreliable.
Mr Dodd, Assistant Supervisor of Education in the Northern Territory, and Primary
Principal, and Miss Miethke were the instigators of the School of the Air. It was the first
such system in the world. Using the radio network established by John Flynn and the
pedal-powered radio the first experimental lessons were broadcast from Alice Springs.
On the 8th June 1951 at the Flying Doctor Base at Alice Springs the school was
officially opened. In 1956 the School of the Air system was adopted in NSW
(www.culture.gov.au accessed 15/10/07).

In the literature of James Elijah, Percival Cole, John Braithwaite and Edward King, and
K.S. Cunningham, the early background to Australian rural education receives attention.
Early colonial education is the basis of G.A. Austin’s text Australian Education 17881950. This combined literature indicates the increasing need for progress in educational
thought and practice. In 1928 John Dewey spoke of the student’s individuality and
claimed that ‘it was something developing and to be continuously maintained …[for
the] systematic organisation of activities and subject matter is the only means of
achieving individuality’ (cited in Cremin 1968, p.17). Because of smaller class sizes in
rural schools, compared to their urban counterparts, it was often asserted that the
children had a greater opportunity for teacher assistance and personal attention, and the
work of Dewey was often used to support this assertion.

Others such as Cunningham (1931) claimed that the ‘methods and achievements’ of the
correspondence school were suitable for the provision of elementary education for
children (in particular those living in remote locations) who had never attended, or may
never attend, a ‘normal’ school (p.9). Furthermore material compiled by James Elijah
(1926) tended to support this view as it was claimed that a study undertaken in ‘the Rural
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Schools is often very formal and devoid of that close connection which should exist between
school subjects and community life and work’ (p.27).

However, rural schools were important to the nation and Percival Cole’s (1937) work
about rural schools in the early 20th Century claimed that one third of the population
lived in sparsely populated areas. Like Elijah, he criticises the rigidity of the education
system that focused on the needs of children in urban schools (p.9). Later Braithwaite
and King (about 1950) defended rural schools and reported in the 1950s that ‘the
contribution that [small schools] make to the education of country children stands up to
a critical survey’ (p.34). These authors recognised the importance of rural schools to the
nation but the rigidity of the urban-centred system was criticised and, in 1961 at the
Small Schools Forum, Dunne (1961) asked ‘is there such a thing as rural education?’.
He went on to claim that there had been little progress in the development of rural
education over a long period of time.

Such opinions had already been expressed in the 1920s and the need for educational
processes to be reviewed became obvious, but the impetus for progress was deferred
following the collapse of the New York Stock Exchange and the Great Depression
(Barcan, 1988, p.240 - 247):

the most immediate impact of the great economic depression on education was financial
depression. Education was one of the easiest items in the state budget to cut … Teachers’
salaries were cut … Worst hit by the crisis were ex-students of the two teacher’s colleges and
married women teachers (Barcan, 1988, p.213).

The number of teacher trainees was reduced and those who did gain entry could wait for
up to 18 months for an appointment. The Married Women Act of 1932 resulted in the
retrenchment of around 220 female teachers (Barcan, 1988, p.213). Class sizes
increased while teacher salaries decreased.

For some time the authorities had been suggesting a correlation between success and
education. In the 1930s, this was announced publicly: ‘education is the chief industry of
the state and produces its most valuable assets’ (Macintyre, 1989, pp.108-109). Duncan
Kemp (1971) was more explicit in his views:
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The education system is expected to meet the needs of the labour market … In general, of
course, a labour force which has a high standard of general education is adaptable and can meet
changes successfully (p. 54).

In 1937 Cole expressed his concept of education:The aim of education … is human welfare – health, ability to earn a living, and to serve the
common good, social qualities, taste and sentiment, knowledge, character, the right use of
leisure. … [It is] the heritage of the rural and urban child (p.11).

Following World War II there was greater pressure for educational improvement.
Teachers were in short supply and class numbers began increasing, and trained women
teachers were increasingly employed (Appendix 5). Industrialists now wanted their
employees to have the ability to read, to be able to follow written directions and to have
some numerical knowledge. The age of technology was on the door-step and it would
challenge the status quo. The educational focus was questioned, and it would influence
the teaching and learning processes of the teachers and children in urban and rural
schools. The old concepts and the traditions of education were about to be challenged
by the cry of a ‘crisis in education’ (Barcan, 1988, p.235).

As industries, manufacturing and businesses expanded, the greater became the need for
a knowledgeable workforce. It would be the education of children in the future that
would enable Australia to maintain world competitiveness in the market place. In the
words of A.G. Maclain (date not provided):

A number of factors have contributed to this movement [of transformation]. Prominent among
these have been rapid industrial development, advances in science and technology and fresh
sights into the process of education. … [in] educational development in Australia has been the
growing realisation in an industrial age of the vital importance of education (p. vii).

The years under consideration in this project, 1950s to 1960s, can be seen as a
watershed between the old established orders and change. A. Barnes (1967) in ‘A Time
of Growth and Stress’ describes the period 1947 to 1967 as a difficult time, as it dealt
with the ‘growth and stress’ of change. Australia and the world were entering a new and
challenging era. Following the years of depression and World War II there emerged a
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time of economic buoyancy. Employment had stabilised and there was work to be had
at all levels of society. Encouragement was given to families wanting to purchase and
establish their own homes (NSW Year Book, 1950-51 pp.298, 237). Large-scale
government housing projects were undertaken, for example in suburbs such as Seven
Hills and Green Valley in Sydney. The celebration of the fiftieth anniversary of the
Commonwealth was held in 1951 and concepts such as the ‘Australian Way of Life’ and
the ‘fair go’ were widely endorsed. They became central to Australia’s large-scale
assisted immigration policy and a national fear of communism.

Motor vehicles were to prove a benefit to country people, making the larger rural
centres more accessible and overcoming the many difficulties related to distance,
communication and transport. In 1949, a Liberal government under Robert Menzies
came to power with promises of economic advancement and stability. The motor
vehicle in the 1950s brought the weekly mail, motor-lorries conveyed the farming
produce to points of sale, and on the farms tractors were slowly replacing horse power.

1.3 Defining the Rural School
The Rural School is difficult to define for it has varying interpretations depending on
circumstances and situation. In the Australian Year Book 1907 a Rural Region is
interpreted as ‘not being urban’ (1907, pp 117-118). Duncan Kemp defines a Rural
Community as ‘part of a geographical area’ (1971, p.59).

Under the Public Instructions Act, 1880, ‘a public school may be established in any
locality where there are at least nine children who will regularly attend’ each day (NSW
Department of Education Handbook, 1969, p.24). Small schools could be established or
their locality varied following representations from local parent bodies, as is illustrated
by the document in the prologue

The literature related to rural education during this period indicated an increasing need
for the state to provide students with an education to meet a range of requirements,
personal, social and political. A gradual progression in educational thought and
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philosophy was also evident. In other settings, these ideas were led by people such as
John Dewey. In 1928, Dewey spoke of the student’s individuality and claimed that:

it was something developing and to be continuously maintained’… [and that] … ‘systematic
organisation of activities and subject matter is the only means of achieving individuality’ (cited
in Cremin, 1968, p.17).

In this statement he could have been referring to both the Small School and the
Correspondence System. In both of these organisations there was the opportunity for
the student to have more personal attention in comparison with larger schools.

Braithwaite and King (1950) believed that:

the contribution that [small schools] make to the education of country children stands up to a
critical survey (p.34)

It needs to be acknowledged that although Braithwaite and King were commissioned by
UNESCO (1954) to produce a study of Rural Education, and their work was considered
valuable, it was not a comprehensive representation of rural schools. Their study
appears to be primarily based on one NSW small school situated near Sydney. The
school was a section of the Sydney Demonstration School, and its purpose was to
illustrate to students the methods that could be applied in small rural schools. Such a
setting did not deal with the challenges of isolation and distance faced daily by many
rural students and teachers. As such it was a very selective representation of teaching
and of the conditions found in the isolated rural schools.

1.4 Purpose of the study
The purpose of this study was to investigate and describe the advantages and challenges
of rural education as recalled by students, teachers and parents living in isolated and
remote areas of NSW in the 1950s-1960s (Appendix 6).

During the process of developing the study I investigated (a) the challenges of distance
and isolation, (b) the approaches adopted by government authorities to meet these
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challenges within the framework of the Public Instruction Act, 1880, (c) the
interpretation of the school curriculum by teachers, and (d) the strategies employed by
students and teachers to overcome their isolation. As they reflected upon their
experiences, the stories contributed by a range of participants living in rural and remote
areas illustrate the ways in which the school regulations shaped their lives.

This study describes the roles played by both students and teachers in the small schools
and the correspondence school in meeting the educational needs of rural children, and
the challenges encountered by them in providing that education. It also contributes to
the literature in this field by understanding how teachers, pupils and parents met the
challenges of the education system in rural education in the 1950s and 1960s.

1.5 Research Questions

The study addresses the following research questions in relation to education in the
1950s and 1960s:
1. From the perspectives of students, teachers and parents living in remote areas, to
what extent did rural schools meet the educational needs of primary children?
(a) What advantages and challenges were identified with respect to accessibility to
education for the children and teachers in rural and remote areas; and
(b) To what extent was the correspondence school system an effective provider for
distance education?
2. In what way did the mandatory curriculum and the teacher training programs
influence the practice of teaching of primary children in rural and remote schools?

1.6

The Theoretical Framework

The purpose of this study was to investigate and describe the advantages and challenges
of rural education as recalled by the researcher herself and students, teachers and
parents living in remote and isolated areas in NSW in the 1950s and 1960s. As a starting
point the research process involved the participants recalling their initial experiences.
These experiences were reflected upon, and in an intensive process, involving the
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researcher, the essential features of the experiences were described. Such a process is
based upon the theoretical framework of phenomenology.

Phenomenology is a reflective study based on a relational view of the world (Bowden,
2005, p.11). It is a methodology for educational research as developed by Ference
Marton (1977), a Swedish educational psychologist. It takes the initial experience of a
phenomenon and what presents itself when we reflect upon the experience as a starting
point. It then attempts to take from this the essential features of the person’s experiences
and the essence of what was experienced. Thus the focus of the research is maintained
on the object of the study (Bowden, 2005, p.12). The framework guides the methods of
narrative inquiry employed to help understand the phenomena of the rural and remote
distance education experiences of pupils, parents and teachers in the 1950s in NSW.

‘Tyranny of Distance’ is a reflective study based on the impressions and understanding
of participants and the meaning of their experiences (Wiersma, 1996, p. 250). The
‘stories’ the participants told are central to the study because it is through these that
their understandings are revealed and the researcher is allowed to gather the information
that becomes the basis for analysis. This theoretical framework of phenomenology
guided the discussion and reflected upon the many different experiences that were
revealed by the participants. The process is represented by figure 1.1. below:
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Phenomenology guiding the understanding of lived experience

Stories from the literature, official records,
historical records and biographies

contributes to the
understanding of

The advantages and challenges of rural education in
isolated and remote areas in NSW in the 1950s and
1960s based on the recalled experiences of pupils,
teachers and parents
informs

informs

contributes to the
understanding of

Narrative
inquiry
research

contributes to the
understanding of

informs

Researcher’s
personal
experience

Figure 1.1 Theoretical framework: Phenomenology
Phenomenology was used as a framework to guide this research into the lived experiences of
participants. While the primary source of data was narrative inquiry, other sources such as
stories from the literature, historical and official records, biographies and my personal
experience further informed my understanding.

1.7

Methodology

The study explores the situations faced by students and teachers in remote and isolated
areas and the approaches used, politically and in the communities, to enable primary
school children to achieve a satisfactory level of education. Parents provided a view of
the relationships between the community and the schools in which they were situated.
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The methodology most suited to the study was determined by the researcher who firstly
made a preliminary assessment of the available literature on various suitable
methodologies. The method of narrative inquiry was used to investigate and describe
the nature of rural education in NSW in the 1950s and 1960s from the perspectives of
teachers, pupils and parents.

Narratives or stories represent a fundamental means by which we can make ourselves
understood by others. It is a way to gather and analyse data and has been used by an
increasing number of researchers (Riessman, in Gubrium and Holstein, 2002, p. 2).
Both Freeman (2001) and Clandinin and Connelly (2000) recommend the approach as
conducive to the collection of data, for through the stories and their analysis, answers
can be found to specific problems. In research and also in therapeutic practices,
narratives, both spoken and written, have been used successfully. As the stories are
shared with an audience they enable people to make sense of their lives and as the
memories of events and experiences are recalled the issues of significance are revealed.

1.8

Research - Overview

The memories of the participants’ experiences were recalled, discussed and reviewed
(Riessman, 2002, p. 221) and the process of studying the ‘primary experience’ was
broken into five levels, all of which were interconnected. The levels commenced with:
1) attending and memorizing by the participant; 2) the telling of the narrative; 3) the
transcribing and recording; 4) the analysing of data; and 5) confronting the written
report (Riessman 2002, pp.222 – 227). This process was followed during this study.

In addition to this process, a ‘story map’ to guide both narrator and interviewers was
required. Its aim was to maintain a balance and to encourage reliability in the narration
of memories and experiences, and to form the basis for the ‘field texts’ and later
analysis.

Interviews carried out within this framework with students, parents and teachers
provided an insight into the development of rural children and the extent of their social
contacts, while, at the same time accepting the cultural limitations imposed by distance
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and isolation. They aimed to illustrate the connections existing between the rural
communities and the education of the children in the distant areas of the state.

The Social, Historical and Political Context in Rural Education
The focus is on the personal accounts of
Education and
Experience in
Rural Schools
Table 1:1
The table illustrates the context in which education was viewed by reviewing the personal
accounts of the participants.

In the rural schools the social, historical and political issues were influential factors
within the different farming communities. Through the personal accounts of teachers
and the focus on their experiences in the rural schools, the significance of rural
education to the participants can be explored. This focus also explores the relationship
of education to the farming families and to the community.

1.9

Design of the process

The process of studying the experiences of participants is described under the headings:
1) the recruitment and interview of participants;
2) facilitating the telling of participants’ narratives;
3) recording and transcribing the narratives;
4) analysing the data;
5) verifying the data;
and in addition to these processes there was the need to
6) recognise the limitations of the study; and
7) identify the ethics and procedures involved in conducting the study.
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1) the recruitment and interview of participants
Comments were sought from teachers and students who had lived in rural regions and
who were part of the rural education process in the period 1950 to 1960. The researcher
anticipated accessing the participants through the Alumni of the Wagga Wagga
Teacher’s College, (intake 1948-1970) and the Kiama Historical Society. Further
information was sought from the Alumni President, Mr Bob Collard, MBE. The
researcher’s colleagues in the Riverina who had attended one-teacher schools were also
approached. Charles Sturt University Archives contained much useful material. The
researcher performed the personal and telephone interviews. There were at least two
written interviews followed by a phone connection. The aim was to have ten people
participating, five in each category - that was five teachers, five students and some
parents. It was to be a small but informative group composed of students, parents and
teachers. In response to requests four ex-students, two parents and ten teachers willingly
offered to participate.

2) Facilitating the telling of participants’ narratives
This study aimed at creating further understanding of the nature of rural education in the
1950s and 1960s. Its value and relevance to the rural community can best be seen
through the eyes of the people experiencing the phenomenon. In its design, the
researcher decided a narrative inquiry approach would be appropriate. This involved
gathering the ‘stories’ from individuals, drawing on the archives and historical accounts
of people’s experiences and integrating the information provided by the Department of
Education. Clandinin and Connelly (2000) state that narrative method is a ‘form of
experience in writing and thinking’ (p.18).

3) Recording and transcribing
This was collected from participants through individual interviews. The interviews were
about one hour in length and were audio-taped. Notations were made during the
interviews on the impressions the researcher gained and on the responses of the
interviewees. From these and the transcriptions of the audio-tapes, the field texts were
compiled. These field texts provided the basis for interpretation and analysis as they
were translated into the research text (Clandinin and Connelly, 2000, p. 130).
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Initial communications with the interviewees were held and a relationship built. The
researcher’s own teaching experiences and knowledge of country life provided a
starting point towards building a rapport. By describing the aims of the study, her
knowledge of rural education (of which a little was known) and her contacts, and
through her appeal through Talkabout, the integrity of the study was accepted. She
anticipated having two meetings or phone interviews, plus any possible follow-ups. A
good relationship with participants was essential to the success of the inquiry and this
was maintained:
as we compose our narrative beginnings we also work within the three-dimensional personal
space, telling stories of our past that frame our present standpoints, moving back and from the
personal to the social’ (Clandinin & Connolly 2000, p. 70).

The open-ended questions that were proposed aimed to lead each participant along a
‘journey of discovery’, and through the ‘stories’ the person’s personal growth and
change became obvious, for ‘the important task is the re-telling of stories that allow for
growth and change’ (Clandinin & Connolly, 2000, p.71).

A tape recorder and tapes were necessary to record the participants’ responses.
Transcriptions from the data (that is, the field texts) as recorded on the tapes were
compiled for ‘all field texts are a constructed representation of experience’ (Clandinin &
Connelly, 2000, p.106). Firstly, in sorting the field texts the researcher compiled a rough
transcription of the taped material for examination. To more closely examine the text
the transcripts were re-transcribed and coded and any observations of possible
irrelevances or asides considered. This transcription was then parsed and written in
numbered lines (Riessman, 2002, pp. 251, 252.).

The following records were maintained throughout the study:
1. a journal and a summary of each interview;
2. a tape recording plus the transcription and summary of the taped
discussion;
3. a record of the time and place of each meeting, the content and number of
phone calls; and
4. notes of subsequent discussion/s confirming a clear understanding of the
‘stories’ as they unfolded between participant and researcher.
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4) Analysis of the data
As the researcher moved from the field text to the research text there were interpretative
and analytical considerations exploring the ‘phenomena of experience’ in the ‘stories’
of the participants (Clandinin & Connelly, 2000, p. 128). The narrations required
reading and re-reading as the focus moved away from the narrators to the construction
of the research text. The researcher had anticipated the text to follow the sequence that
was established by the questions, but this did not always happen as participants recalled
other issues related to the question and their answer.

The issues of analysis and interpretation were all important and the participants’
responses were considered in depth as each answer to a question was examined. The
texts were read and re-read and sorted until a clear understanding of the material was
had. This included the sorting of written notations, the transcribing of the audio-tapes,
referencing relevant documents and the dates associated with the memories of the
people involved. As the field texts were thus summarised the researcher moved from
this to the field texts. It now became possible to compile the interim texts and to make
comparisons (Clandinin & Connelly, 2000 p.131). The final transcription was
descriptive and in narrative form. It expressed the participant’s points of view. It was
anticipated that through comparisons and revisions the researcher would be able to
compile a worthwhile and balanced analysis of “The Tyranny of Distance” and rural
education.

5) Verification
This study intends to contribute, through the Narrative Inquiry approach, to an
understanding of the role of Rural Schools and Blackfriars Correspondence School in
providing education to children on isolated and remote farms and properties during the
1950s and 1960s. It considered the specific nature of research in rural schools, the
limitations, and the degree of information that had been documented. Percival Cole in
The Rural School in Australia wrote (1937):
one third of the people live in sparsely populated places; and it may be understood that the small
rural school, [either] one teacher or two teacher, means more to Australia than to almost any
other country (p.9).
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A number of the issues may be misunderstood as the interview settings could not be
fully replicated for each participant nor varied to meet each person’s circumstances.
Each participant’s response also was idiosyncratic, so it was only through a wellorganised study, cross-referencing and an analysis of the responses that the researcher
could achieve consistency and make a valid judgement (Wiersma, 1969, 6th ed., p. 222).
As far as possible the responses were verified. Although the focus was on the
participants’ personal memories, the researcher’s knowledge of educational documents,
procedures and the policies that constituted the structure of school life was also of
value.

As the Field Texts were positioned in time, the participants moved memories as they
spoke of both the past and the present, and then back again to the past (Clandinin &
Connelly, 2000, p. 183). The researcher could be drawn into these remembered stories,
for her personal ‘journey’ too had involved country life and a rural education, but
caution was needed. She endeavoured not to allow personal knowledge to influence or
cloud her assessments. It would be through the narrations and personal memories of the
advantages and challenges of rural education that vulnerability could occur. But
constant revision and cross-referencing did help to alleviate the boundary between ‘fact
and fiction’ (Clandinin & Connelly, 2000, pp. 61-62)

6) Limitations
This study is limited to a small number of participants. Through a process of narrative
inquiry their experiences of rural education have been told. As such it represents the
experience of a small number of people during the 1950s and 1960s; it cannot be
generalised

7) Ethical Concerns
A Code of Practice covering the ethical issues in Research was compiled by the
University of Wollongong (Appendices 6 and 6b). The policy outlines best practice in
research procedures. The issues of misconduct were detailed and include falsification of
data, plagiarism, and the lack of acknowledgement of previous work or authorship. This
study fits within the guidelines of the Australian Vice-Chancellors Committee and the
National Ethics No. HE08/042, of the University of Wollongong at:
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The question of ethics arose in the narrative inquiry approach. The participants were
volunteers and it was important to ensure that they were fully aware of the purpose of
the study and that it had been fully explained (Creswell, 1998, p.132; Wiersma, 1969, p.
435; Fishman in Sales and Folkman, 2000, p.35). It was the researcher’s responsibility
to assure the participant that anonymity would be respected throughout the study. In
addition, they would be protected from any risks, physical, personal or/and
psychological (Wiersma, 1969, p.433). Participants had the right to withdraw from the
research inquiry at any time.

1.10

Structure of the Thesis

The structure of the remainder of the thesis is as follows:

Chapter 2 is a personal background. It is included to illustrate the difficulties
encountered in rural education and to create the atmosphere for the following ‘stories’.
It covers my early education and a journey through my teaching career in both country
and urban schools. It illustrates the freedom and enjoyment of my country life with its
social restrictions and my later experiences as a young teacher appointed to a rural
central school. It also comments upon the social attitudes encountered in the
employment of married women.

Chapter 3 discusses the literature of education prior to 1900 and the attitudes of
government and people to the future of education. The literature outlines the influences
of the religious bodies to the formation of National Schools and the importance of the
Public Instruction Act of 1880 that declared that all children were to receive an
education.

In this chapter the changes needed in rural education after 1900 are also considered. It
outlines the development and relevance of correspondence education and the
administration and development of small rural schools. It considers the perceptions of
teachers, students and parents in the education process.
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Chapter 4 outlines the pressures for change taking place in the communities, and the
importance of the Education Act. It classifies the types of primary schools and briefly
describes the relevance of the correspondence school and the school of the air and deals
with the disruptions of two World Wars and a World Depression. The place of the
school curriculum in education is described along with Primary School Classifications.
The statistics of the time indicate an increasing interest in education. As the needs of the
rural children and their teachers were considered, the question was asked by rural
parents, ‘Why do we not have education for all children?’

Information based on the literature of teachers and students in the 1950s and 1960s is
drawn upon, and includes selected stories from their own experiences, their memories of
their education and the various happenings in their rural school. They are the tales of the
‘grass roots’ children and teachers.

Chapter 5 deals with the Methodology applied to the study, the rationale behind the
study and the appropriateness of the narrative inquiry approach. Through the collating
of the Field Texts and Interim Text the ‘stories’ of students, parents and teachers were
reviewed. The ‘stories’ illustrate the ways by which the existing challenges of the rural
conditions in primary education were confronted. The process devised for interviewing
and recording (the ‘stories’) enabled the material to be analysed.

Chapter 6 presents the students’ perspectives of rural education. Four students
participated in the study plus two parents with close connections to small schools. In
addition these people had earlier been small-school students. By recalling their
memories of school days they told of their teachers, their lessons, and games they
played and the sports’ days often combined with other small schools. They told of the
community activities, such as dances, and the involvement of parents.

Chapter 7 developed from the ‘stories’ of past teachers as they recalled their
experiences on appointments to rural schools. Ten ex-teachers were interviewed. Their
stories involve common themes such as distance, isolation, transport difficulties,
communication complexities and the indifference of the administrative staff in the
Department of Education. Through the interviews they expressed their opinions that
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their training had not fully prepared them for the teacher’s role in a rural society, and
that there was a continuing need for further professional development.

Chapter 8 concludes the study as it makes a comparison between the stories and events
recorded by the students and teachers. It discusses the tyranny of distance in terms of
the functioning and effectiveness of the small schools. It investigates the advantages and
challenges encountered by country children living in isolated areas, while it questions
the effectiveness of the School Curriculum and the system used in the appointment of
teachers. It is a discussion and a summary of the issues considered important by
students, parents and teachers in the 1950s and 1960s. It records the value of education
and reveals the weaknesses in the centralised education system. Although suggestions
for improvements were made in the past, communication of the ideas was difficult and
the educational needs frequently ignored. The study gives encouragement for a greater
awareness of, and improvement in, rural and distance education (Appendix 7).
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CHAPTER 2 - MY EDUCATIONAL JOURNEY

Tis a queer battered landmark
That belongs to other years,
With its dog-legged fence around it
And its hat about its ears,
With the cow-bell in the gum tree,
And the bucket on the stool,
There’s a motley host of memories
Around the old bush school.

(Source, John O’Brien, Around the Boree
Log, Perry Middlemiss, Melbourne, 2002

Figure 2.1 The typical one teacher school in rural NSW.

2.1 Personal History – A motley host of memories
I agree that my experiences in education did not follow the recognized pattern of most
young students, but as I grew and matured I gained a comprehensive understanding of
the rural society and of rural education, for I had ‘lived it’. Thus, my personal history
has strong links to this study on the Tyranny of Distance.
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My ‘story’ is central to the study and in certain aspects is used as a stimulus for the
contributions of other rural teachers. The study combines the teacher ‘stories’ all within
the periods of the 1950s and 1960s with an analysis of relevant policy documents. This
relationship is depicted in Figure 2.2

Elaine’s
story

Stories of
Teachers,
Students,
Parents

Rural
Education
1950s-60s

Analysis of
Policy
Documents

Figure 2:2. Rural education in the 1950s and 1960s
The highlighted circle ‘Elaine’s Story’ is the subject of this chapter. It is central to the study.
The diagram illustrates the relationships amongst rural education, the documented policies
and the approaches by teachers as viewed by her. It is through the ‘stories’ of teachers and an
analysis of the policy documents that the servicing of rural education can be viewed.

2.1.1 Growing up in a rural household

My family lived on a property 25 miles west of Wagga Wagga, New South Wales. It
was about one thousand acres and was sandwiched between the higher sandy loam soils
bordering the Narrandera Road and the flood plains of the Murrumbidgee River. I had
lost my father when I was quite young so mother and I lived with my grandmother and
her family. We were isolated, but the family did have a car, a 1928 Dodge, and would
go to town each two weeks for groceries and to attend to any business matters. This was
the normal process for the rural farmers and their wives.
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Figure 2.3 My Animals and Me - they were my companions.

When I reached my teens the young motherless animals on the farm became my responsibility.
I would ensure that they were fed and generally cared for. When they were no longer dependent
upon a milk diet they would re-join the other farm animals. This pet lamb in the photograph
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would, as a grown sheep, always leave the flock and come to me. My pony and my dog were
my constant friends and companions.

As there was no rural school or form of transport within a reasonable distance of the
home an alternative form of education became necessary. My mother was a strong
believer in the advantages of education and insisted that I was ‘to have an education’.
This was provided through Blackfriars Correspondence School. For me school seemed
to develop into an extension of my home life and was accepted as a part of my normal
day.

I was almost six years of age when my mother insisted that I must attend school. The
small rural school of Ganmurra was about four miles away but my mother soon found it
too far and time consuming to drive me with the horse and sulky there and back each
week day. She would not allow me to go on my own. There were no buses or alternative
transport so Blackfriars Correspondence School became my school. Children could be
enrolled from the age of six years – I was nearly seven by the time enrolments were
organized and I officially became a pupil of the School.
2.1.2 Correspondence Education

There are mentions of Blackfriars School by other participants in this study. In common
with them I believe that the Blackfriars system was wonderful for isolated children and
the disabled who could not attend a formal school. However, I believe that good
supervision is vital for success as much depends on the interpretation of the material,
the interest of the supervisor and the motivation of the student. In nearly all cases home
supervision rested with women as the men believed the farm work was their first
priority (Appendix 7).

I began my lessons with Blackfriars Correspondence School in the year 1936. Each
week a fresh set of lessons arrived in the mail and at the same time a completed set
would be forwarded by the student. My lessons were based on the 1925 Curriculum and
were distributed in a three-weekly cycle – one set with the student, one with the school
and one in transit. Each week there were assignments covering reading, composition
and mathematics (better known as sums), spelling and handwriting. The handwriting
standard was supposed to be maintained throughout all work books. I do not remember
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the old readers but I do remember the magazines we received monthly. They were my
introduction to poetry. As a country girl with a love of the outdoors the poetry of the
great Australian poets such as Paterson and Lawson had a particular appeal. I can still
recall the words of Dorothy Mackellar’s ‘My Country’ and John O’Brian’s ‘Old Bush
School’. There were Aboriginal Legends and crossword puzzles based on words from
the magazine. My teachers were not directly accessible to me but I could read their
comments and my mother was always there to help. This was as it had always been for
me, so I did not miss having a teacher present.

There were always newspapers in my home, and books. My usual birthday and
Christmas presents would be books, and when we went to town each fortnight I spent
my pocket money (two shillings per fortnight) on magazines like ‘Girls Own.’ The only
magazines for children were from Britain and the stories they contained were of British
children.

2.1.3 Beyond the Curriculum - Farm Life and Responsibilities

However, my education went far beyond the curriculum and ‘book’ learning. My life
flowed with the seasons and as I grew older I joined in the activities on the property.
There were practical issues on the farm to be attended to. I do not know when I learnt to
ride a horse but when I was about twelve years old my uncle gave me a pony of my own
– dappled grey and 14 hands called Silver. I already had my border collie dog, Ring, and
we could roam the paddocks as we wished. I knew every rock and tree on the property
and delighted in the space and the responsibilities attached to helping with the stock,
rearing the orphaned lambs and the occasional abandoned calf. I enjoyed working the
stock at shearing and lambing times and on summer evenings going ‘rabbiting’ with my
uncles. Milk, meat and wool were the products of the farm and my grandmother had her
vegetable patch. I had a free and happy life style.

Three times weekly the ‘milk truck’ would bring ice for our ice chest and three times
weekly the ‘mail truck’ would bring the letters and the local paper, the ‘Wagga Wagga
Advertiser’. My lessons would also come via the mail truck on its three days per week
rotation (Appendix 8).
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One of my responsibilities was to collect the mail from the box at the road-gate and I
carried the bagged ice home on the pommel of my saddle. Any time lost from my
lessons had to be made up. My mother as my supervisor would not accept excuses
where ‘school work’ was concerned.

My mother next decided that I should commence music lessons. The family visited
town each fortnight and as we had an old piano she saw no problem. So each fortnight I
would present myself at the music teacher’s home, and each year undergo music exams
when the examiner from the Sydney Conservatorium visited the town. It was fortunate
for me as years later I could include Music and Theory as both an Intermediate and a
Leaving Certificate subject.

2.1.4 Senior Study - Beyond the Intermediate Certificate

I achieved my Intermediate Certificate through home-based study, passing in all
subjects, but Blackfriars did not give instruction past the Intermediate level. What to do
now was the big question?

By mid-year I finally made a decision – I wanted to become a primary teacher but there
were no reliable transport facilities to the local Wagga Wagga High School. I could not
nor would not go into boarding school, and to gain entry to Teacher Training I must
hold a Leaving Certificate. My mother wanted me to enter a secretarial course but it was
not for me. I had always had so much personal freedom.

I commenced writing letters of inquiry as I tried to work out a course of action. I could
study English by Correspondence from the Sydney Technical College as they were
running a course to assist ex-service personnel gain entry to technical courses, and by
good luck it roughly followed the Leaving Certificate requirements. I could submit
music, practical and theory, as one subject. A retired teacher in Wagga Wagga was
willing to map out a Year 12 Mathematics program and coach me, again once a
fortnight. I required another two subjects and decided on History and Geography. My
Mathematics coach linked me to a History teacher and she became the go-between. I
purchased the required text and each fortnight I received a set of exercises. I would hand
in the completed exercises for her comments, and at same time be given further work. I
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never met the lady but always remained grateful for her generosity. I could not obtain
any coaching for Geography and could only read the listed texts. In all my efforts I was
supported by the family.

As 1948 was drawing to a close I re-commenced study, but I still rode each afternoon
and remained involved in the care of animals. Twelve months later, in November 1949,
I sat for the Leaving Certificate at the Wagga Wagga High School as a private study
candidate, and comfortably passed in four subjects - naturally Geography was not one of
them! I was offered a scholarship in Teacher Training and the rest is history!

2.1.5 What next – Teacher Training?

The Federal Government decided in 1947 to convert the old Air Force Hospital, in
Wagga Wagga, which was no longer in use, into lecture rooms and student
accommodation. It became the Wagga Wagga Teacher Training College. The internal
facilities were as in the army days with the beds and bedding, wardrobe storage and
other facilities remaining. Each bedroom could accommodate from two to six students.
The girls’ accommodation was in an area separate from the young men. The old Mess
Hall became the students’ dining room and the meeting hall became the gymnasium and
our Assembly Hall.

I lived in the college accommodation, sharing a room with five other girls. We remained
together for the next two years. Lectures usually commenced around 9 a.m. and could
go through until 6 p.m. It was impossible for me to live at home, as the farm was some
distance from town and there was no reliable transport. I had, like many other students,
been awarded a Teacher’s College Scholarship, with the understanding I would enter
into a ‘bond’ with the Department of Education. This guaranteed that I would, after
graduation, remain in the teaching service for at least three years and I could be placed
in any school in the state. In my second year of training I elected to specialize in Infant
Education as I did not want to be placed in a remote small school.

Each month our ‘pay’ was distributed from the College Office. The cost of
accommodation was first removed before we each received the remaining monthly
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amount of nine pounds. The ex-service students received the princely amount of twenty
pounds. They had seen military service overseas and on returning to civilian life had
elected, if their educational qualifications were adequate, to enter the teacher training.
We all managed quite well with a little help from home. After two years of teacher
training at Wagga Wagga Teacher’s College I received an appointment to Tumut Infants
Department, commencing duty in January 1952.

2.1.6 The Rural School

I moved to the town with a few possessions in a suitcase and commenced looking for
accommodation. My uncle drove me to the town for it was not easily accessible through
public transport, although there was a bus service from Wagga Wagga three days per
week and a train link via Cootamundra. There, one changed to the rail motor, on a
branch line, that serviced Tumut and Batlow.

In 1952 the development of the Snowy Mountains Hydro scheme was well under way.
Many of the men working on the scheme would come down to Tumut on their free
days. Most were displaced migrants but they did not disturb the harmony of the little
town. An unsealed road linked Tumut to Cooma, going over Talbingo Mountain, but it
was a road only for the adventurous. Eventually a highway would be constructed linking
the Hume Highway with Cooma and beyond.

2.2

From a Teaching Perspective - in Rural Regions

2.2.1 Accommodation

As was the case with so many beginning teachers, finding accommodation there was a
problem. For a short time I decided to remain at the Wynyard Hotel and search for
lodgings after I commenced teaching, for the weekly cost of board was almost equal to
my teaching salary of about six pounds per week. My first night at the hotel coincided
with the town’s Australia Day Celebrations and the yearly Rodeo. The town had
become alive and when the days ‘festivities’ were over and night, came participants and
their friends could be heard re-living their experiences.
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However my uncle solved the question of my accommodation, for through his country
connections he gained temporary board for me with an elderly couple in the town. They
were lovely and their home became my permanent residence for the next three years.

2.2.2 Tumut Central School

At the time Tumut was a central school and was divided into three different sections –
Infants, Primary and Secondary. My Kindergarten class was accommodated in the main
section of the school. Two other teachers had been appointed to the Infant’s
Department. There were five classes in all: 1 Kindergarten, 2 First classes and 2 Second
classes, and the grades were classified on ability as A or B. To counteract the
overcrowding, where Infant, Primary and Secondary students shared the same area,
negotiations were held regarding the building of a completely separate Infants
Department. The main school building was old and built of bricks in the 1900s-style.

In my second year at the school an additional Infants classroom was constructed to the
rear of the school. It was built of fibro and weatherboard and was lined. My
kindergarten class of about 32 five-year-olds moved into it and it became known as
‘Siberia’. Teaching equipment was sadly lacking. There were no picture books or
reading material or suitable number material. There was a storage cupboard and a
blackboard. There was seating for six children. It included three desks and six
kindergarten chairs. It was expected that the equipment from the previous class room
would be moved over but this did not happen. The class rooms were still overcrowded.
A desk and chair were provided for the teacher. The school asked the parents to provide
individual mats for the children to sit on until the standard carpet square had been
provided.

The children performed the majority of their work ‘on the floor’. They would lie on
their tummies and with their little work-books in front of them proceed with their work.
The children were rotated so they could take turns sitting at the tables. To teach them
was a delight.

No one visited us in the little class room for we seemed to be ‘out of sight and out of
mind’. There was no fuss for the children and parents accepted the conditions as they
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were. In this way and on their mats they had morning talks, picture talks, learnt letter
sounds and number games. Due to the class conditions it was essential to have rhythmic
activities and movement for them regularly. The finger plays and the number games
were used between activities to settle the class, and poetry was also taught in this
informal manner.

Each class room had a wood-chip heater for warmth. It was fed through an opening at
the top. I lit the fire each morning when arriving at the school. In the early part of the
winter this was reasonable and the accepted routine. Fuel off-cuts of timber were
donated by the local timber company but as the cold weather progressed and the dry
timber had been used up the heating became less effective. The newer timber now in use
was still green for it had not had time to ‘dry out’, was difficult to light and smoked
incessantly. My hands became sore and cracked and my fingernails were brittle from the
efforts to keep the heater stoked to maintain heat. On some days the class room was so
cold that the children and I would not remove our overcoats.

About 1956 the NSW Department of Education made the decision to construct an
Infants Department on land separate from the main Central School.

Figure 2:4 The ‘new’ Infants Department.
A separate Infants Department building was constructed on land some distance from the
main school building but closer into town.
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There was more space for playing and less class crowding, although class loads
remained high. I now had a furnished class-room. At the same time plans were also
being made for the Tumut High School Curriculum to be extended to the Leaving
Certificate level.

2.2.3. The Students

In the 1950s many school children were bussed in from the surrounding countryside,
although small schools were still being maintained, for example Gocup and Tumut
Plains. However, some children in my class travelled down from the mountains, for
example from Goobragandra, leaving their homes around 7 in the morning and not
returning until 5 in the evening. They were lovely children, but tiredness would
overtake them and it was not uncommon for them to fall asleep during the afternoon.
When this happened they were allowed to sleep while the activities went on around
them, and their class mates tried to be 'extra' quiet and not disturb them. I cannot
remember these children complaining or 'having tantrums'. These country children were
delightful to teach and were most independent. Some years later when lecturing at
Wagga Wagga Teachers’ College I met up with one of my ex-pupils in her last year of
teacher training. It was rewarding for me to see one of my young charges pursue a
career in teaching.

At certain times of the year, following storms and downpours of rain, the surrounding
creeks and river would overflow their banks and create flash floods. Buses would
respond quickly as word went around the school that certain children must return home.
The older children tended to take responsibility for the younger ones. These children
were not disturbed or panicked by the changes to the routine, but accepted it as a matter
of course. Once the river or creek was 'up' the road could remain impassable for days
and they may not be able to get home. To my knowledge no child was ever left behind.
An understanding existed between the older children, in addition to the teachers, to
ensure that all those traveling by bus were accounted for.
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2.2.4 The Staff

The majority of school staff were young. In the Infants Department the Mistress was the
only senior person and no-one questioned her authority. Little assistance was provided
and no professional development was available. On one occasion when asking for
advice I was told that as I had just completed my teaching training I should be aware of
the latest trends in education and know what to do. I did not again ask for help!
Provided that the young pupils were not creating disciplinary problems and appeared to
be learning, and the parents were not complaining, all was well.

The avenues for educational support were limited. For example, the School Inspector
did not make his way to the Infants Department except when a special inspection or
school inspection was necessary. The School Counsellor would come by train once a
month but she was only allocated one day in which to service the whole school. I
remember one little boy, of Aboriginal descent, with learning difficulties and prone to
epileptic fits, being ignored. He was merely punished for his behaviour and inability to
learn. No special programs were prepared to meet his learning disabilities. Fortunately,
conditions seem to have changed since then.

Following the relocation of the Infants Department to a different site, communication
between the departments became even more limited. Each was contained within itself.
The primary staff consisted mainly of male teachers, as did the high school staff. The
domestic science department was the exception, for men did not teach domestic science,
nor were they permitted to work with Infant children. These women in domestic science
became friends with the teachers in the Infants Department.

After five years of teaching Kindergarten, I rebelled and was placed on a 2B class of
average and below average ability. My ‘play-way’ methods of learning through
experience were now considered as not appropriate. We had the departmental readers,
but books such as Travelling On challenged the less capable students. Stories such as
‘The old Iron Pot’ and ‘The Chinese Umbrella’ meant little to these country children as
they had little interest in or concept of people and places outside their own environment.
Spelling was formalised, but I based much of their composition work upon their news
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talks and morning discussions and any local events of interest, for example, the local
show. Sound charts and flash cards were essential aids, as were the 2, 5 and 10-times
tables charts. These I had to make myself. They hung around the room along with the
sounds charts. Each morning as part of Mathematics I would test the children with 20
mental arithmetic questions and the answers were written in their work books. They
actually enjoyed this as they self-corrected immediately and compared the results with
the previous day’s work. (No errors meant a ‘star’ stamp in their books.)

2.2.5 Social Activities

Social life and activities were limited. In this small town in the 1950s new arrivals
seemed to be the 'outsiders' for their families and their history were not a part of the
community roots. The unattached teachers, bank officers and similar professionals
formed their own net-works and social life. Golf afternoons, tennis evenings and
barbecues by the river were amongst the most popular. Twice weekly, in the local
cinema, movies would be shown, accompanied by the 'latest' newsreel. In the days
before television, newsreels were the only means we had of viewing events of the
outside world.

The 'Festival of the Falling Leaf' was instigated by the High School principal in 1954,
and many of the teaching staff became involved in it in one way or another. In Autumn
Tumut was a festival of autumn colours as the deciduous trees shed their leaves. The
festival commenced with the street parade, decorated floats and a concert in the local
theatre. Today the three-day festival, held each autumn to celebrate the parks and
gardens of the region, is still a part of Tumut's entertainment, but now greatly expanded
on the original concept.

However, the local show and the show ball were the social events of the year. The
children were given a school-free day to attend the show and their school work was also
on display. At the ball the ladies were dressed in their best gowns and their men-folk
donned dark suits, white shirts and ties. The Showground Hall was decorated with paper
streamers hung from the ceiling and bunches of gum leaves decorated the walls. The
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leaves created shadows on the walls that danced as the couples moved around the floor.
Supper was served in stages in an adjoining room by volunteers from the Red Cross and
Country Women's Association, and profits would go to their societies. The supper room
was unlined, was similar to the main hall and decorated in the same way. Many a
possum was stirred out of its normal routines by the activity and sounds of voices. They
could be seen walking along the rafters and peering in wonder with their big round eyes
at the diners below. But possums are resilient animals - it would take more than a show
ball for them to move from their habitat.

On the Tumut River at Brandy Mary's we had some wonderful barbecues. Brandy
Mary’s was a valley where the Tumut River flowed lazily between the surrounding
rolling hills. According to local beliefs the area was given the name of an old
Aboriginal woman. She had frequented the area and was particularly partial to a glass of
brandy and any traveller she saw passing by would be asked for a drink or a bottle of
brandy.

In evenings in the autumn and spring, teachers and their friends would gather at Brandy
Mary’s and as the purple darkness crept across the sky, the stars gathered and the air
cooled, the young people hugged the warmth of the fire. They were informal gatherings,
those without transport being brought by those lucky enough to have cars and each
person was expected to provide their own food. They were evenings to remember, with
the clear, cool air infused with the odor of wood smoke and grilling meat and the sound
of the water tinkling over the river stones. Tea, hot and sweet, was made in an ‘old
blackened billy’ - nothing could taste better.
But now Brandy Mary's is no more. As a part of the Snowy Mountains Scheme the
Blowering Dam was erected higher up the Tumut River. The picnic ground and the old
gravelled road disappeared, and a sealed road was built to detour around the hills. The
wonderful green flats, the red roofs of the farmers’ homes and the weeping willows
along the river banks all disappeared under the volume of the trapped water.
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2.2.6 Married life and a Career

I was married in 1954 to a young man I had met at Teachers’ College and I continued to
teach until the Easter of 1956, when I became pregnant. It was not socially accepted
behaviour for pregnant women to work. They were expected to be too delicate and the
additional work could endanger the unborn baby. My husband tried to convince me
with the ‘accepted logic’, but I was not comfortable with the arguments being put
forward. I felt physically well. Why should I retire? I applied for maternity leave.
On Friday 13 July, 1956, in the little community hospital at Tumut, I was delivered of a
beautiful baby girl. It was expected that a casual teacher would 'take over' my duties,
but this did not occur. There was no-one available. My class of about 30 children was
simply "divided up" and allocated to the first and second classes.
I settled into society's accepted roles with my baby, but the pattern did not continue.
Within three months I was approached by the District Inspector to consider returning to
school for my Kindergarten class still remained without a teacher. They had been ‘split’
for six months. Both parents and teachers had been complaining to the Regional Office
of the unfairness the system was imposing upon the infant children, their unsatisfactory
learning conditions and the shortage of trained and qualified teachers.
I was thrilled at the offer, but I had many problems to overcome. My baby must be
adequately cared-for and society decreed married women with babies did not work
outside the home. The Inspector spoke to my husband and this made reaching an
agreement with him much easier. I needed to contact a reliable person who would care
for my baby during work hours, for in Tumut and other country towns in the 1950s,
baby minding facilities did not exist. Then school arrangements regarding duties and
work hours had to be discussed with the school and appropriate decisions made.
The school staff welcomed the thought of my return for the children from my class had
been divided up between the infant grades. My return would remove some of the
teaching pressures and be a benefit to the children. It was agreed that I would not
perform any additional duties or playground responsibilities for these would be shared
by other members of the staff. Each lunch hour I could go home to feed my baby. This
organization, if not ideal, proved workable and despite my busy life I was happy and
my baby was being well cared-for and thriving.
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2.2.7 The Right to Work

By the 1960s I began questioning the married woman's right to work. I knew little or
nothing of women's political movements but I felt that the anomalies existing in the
employment of women teachers and the social restrictions of the time were unfair. It
was also a time of industrial efforts by women in a drive to achieve pay equal with men
(Appendix 9).

Although women teachers were performing work similar to that of the men, the image
of less value was presented. Status seemed to be reliant on salary. Today, equal pay for
women teachers is taken for granted but it was not actually achieved until 1963, and
only after long and determined efforts by the female members of the Teachers'
Federation (Appendix 10).

2.2.8 Moving On

I remained at Tumut School and six years later, in March 1958, was placed in the role of
Acting Deputy Mistress. In the previous July, following an inspection I gained the ‘C
List’. It was the first qualification that enabled young teachers to apply for a more
senior position in the primary school (later it was re-classified as a List 2 Infants). In
1959 I transferred, with my family, and took up a promotion position in one of Western
Sydney's developing areas, but that is another story. In 1962 my second baby was born
and this time I took six months maternity leave.
After five years, in 1964, we returned to the country. My mother was ill with cancer and
I wanted to be closer to help her. I became Deputy Mistress at Wagga Wagga Public
School in Gurwood Street, and while there was seconded to the Wagga Wagga Teachers
College for two years as an acting lecturer in Infants Education. Part of my role was to
supervise students when practice-teaching in the associated country schools. This was a
time when the college was experiencing extreme staffing problems.
After my secondment I was placed at Junee Primary School for a short time and later
on, in 1973, became the Infant’s Mistress at Turvey Park Primary School. The Teachers
Training College had now been re-named as a College of Advanced Education (CAE)
and I was approached to fill in for a semester, two hours per week, lecturing in Infant
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mathematics. Also, while I was at Turvey Park, the District Inspector requested that I
visit the small local schools and be available to the teachers of Lower Primary to offer
informal advice on lesson organisation and programming.

In 1976 at Turvey Park I was promoted to an Infant's "A" listing. After a formal
Inspection of my Department, lasting four days and by two NSW Department of
Education Inspectors, I was considered eligible for placement on the higher promotion
level. This entitled me to move from the position of ‘List B Infants’ and to apply for a
position at the next level, this being called ‘List A’. It was a non-teaching position and
involved more administration. This would involve me moving away from Wagga
Wagga. As my elder daughter was now at University and my younger one in High
School I had a little more freedom.

In 1977 I moved to Jasper Road Primary School in Baulkham Hills. At the time it was
one of the largest primary schools in Sydney and a holding school for the proposed
Matthew Pierce School, yet to be built. The Infants Department staff numbered about 24
and the pupils exceeded 700. However, I had a wonderful staff and they saw the
organisation of the school as a team effort and as a challenge. In 1982 primary positions
were opened up to infants teachers. Previously there had been two administrative areas,
the first were the classes Kindergarten to Year 2, and the second the classes Year 3 to
Year 6. I applied for and achieved the 4th Primary List and as a result I went on to be
the Principal of Seven Hills West Primary School. The Primary Principal then was
responsible for the administration and smooth running of the whole school,
Kindergarten to Year 6. I retired from Seven Hills West School.

After my retirement my husband and I moved away from the city and built a home on
the South Coast. However, I seemed to be drawn back to education. I did a little casual
teaching and became involved in the local Art Society. For a few years I organized an
Art Exhibition for the local primary schools in the Kiama Leagues Club and followed
this by later coordinating the Kiama High School Art Exhibition.

The life-style of retirement was very pleasant, but once our new home was established I
found that my life lacked the mental stimulation I had become so accustomed to. I was
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bored, so again became involved in education. My first effort was a B.A. Honours
thesis, through the University of New England, (by Distance Study), titled A Study of
the Kiama Region in the Nineteenth Century. I enjoyed the research work. It did not in
any way interfere with my home life so I continued, and in July, 2007 was awarded a
Masters Degree for a further study on Kiama: Its Region and Community, 1901-1938.
The Kiama Library requested from me copies of both these studies for their Archives.

2.2.9 Why conduct such a study?

This study, Tyranny of Distance, is a story of rural life and culture and the efforts of
young teachers to bring education to children in the distant and isolated regions. I
believe that this story of education in the 1950s and 1960s is a story that should be told,
and told by the people who actually experienced life as remote and isolated rural
teachers. It is possible from these experiences of the past to draw ideas and information
contributing to educational policies and practices.

My story expresses the experiences I had as a young child growing up in a remote rural
area of NSW. It documents my early rural life and educational experiences, both formal
and informal as a student and teacher, and also provides a teacher’s perspective of
education in the 1950s and beyond. Pursuing research interests that are closely linked to
one’s own life experiences is not uncommon, particularly among female academics
(Neville, 1984). The impetus for Tyranny of Distance is certainly founded in my
personal and professional experiences in rural schools.

In the small country towns the living conditions were primitive if judged by current
values. This is a story of rural life and culture and the efforts of young teachers to bring
education to the children in the distant and isolated regions. I believe that this story of
education in the 1950s and 1960s is a story that should be told, and told by the people
who had actually experienced the life of the isolated and remote rural teacher.
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Figure 2.5 The Public Instruction Act and later, Blackfriars Correspondence School
brought education to isolated and distant Regions and thus enabled the Department
of Education to comply with the Public Instruction Act.
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CHAPTER 3 - HISTORICAL BACKGROUND
3.1 Introduction
This literary review briefly tells the history and development of early education in
NSW, focusing on how the public system attempted to provide a basic education for
rural children living in remote locations. It describes the organisation of one- and twoteacher schools and the basic approaches to teaching and learning. The relevance of the
Public Instruction Act (1880), the changing attitudes towards education and the
resulting adjustments in the first half of the 20th Century are briefly explained. Although
Australia has a long history of one- and two-teacher schools, little research seems to
have been done to find out how and why they have developed and appear to have been
successful.

3.1.1 Rural Education - As it was
Did you see them pass today,

Now they’re coming home from school,

Billy, Kate and Robin,

Jig, jog, jig,

All astride upon the back of

See them at the corner where

Old grey Dobbin.

The gums grow big,

Jigging, jogging, off to school

Dobbin flicking at the flies

Down the dusty track,

And blinking at the sun;

What must Dobbin think of it,

Having three upon his back

With three upon his back?

He thinks is splendid fun!

Robin at the bridle reign,

Robin’s at the bridle reign

In the middle Kate,

In the middle Kate,

Little Billy up behind,

Little Billy up behind,

His legs out straight.

His legs out straight.

I do not know the author or origin of this rhyme, written for young children. I
discovered it in 1950 when I first commenced teaching and have taught it to many
young children. They had a good understanding of the rhyme and would often ask me to
repeat it to them. It illustrates the rural child’s situation in isolated areas in NSW. The
rhyme infers a close-knit family who, with the facilities available to them, are trying to
ensure that their children did attend school. It illustrates the family’s trust in the
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reliability of their horse Dobbin, in the maturity of the eldest child and the acceptance
by little Billy and Kate of Robin’s leadership. This journey to school was not an
uncommon occurrence for many children. When school was reached the ponies would
be unsaddled and placed in a small stock-yard erected within the school grounds. The
older children would help the younger ones to take care of their ponies.

In the evolution of rural education the next phase would be the introduction of a school
bus service to convey small school students to an accessible central point. In time it
would herald a slow reduction in the number of small one- and two-teacher schools, and
Jones (1974) states that:
A drop below the 1950 figures [in the number of schools] was a reflection of the trend towards
the consolidation of schools (that was, the closure of many one teacher schools and the growth
of subsidised bus services for the conveyance of children to larger schools) (p.28-29).

Jones continues the discussion, that it was considered more financially viable and
educationally ‘sound’ for the children to be transported into central town schools. A
central school, with its greater teaching facilities and resources could provide more
effectively for the small schools’ children. Thus ‘the problem of providing teachers
skilled in multi-grade teaching would therefore be solved’ (Jones, 1974, pp. 71).

3.1.2 Overview of Early History

In 1788, when the First Fleet landed on the NSW Coast it carried 36 children, 17 the
children of convicts and 19 the children of soldiers and the government officials, but the
British Government had not provided Governor Phillip with any possible educational
means to accommodate school-aged children.

Therefore, it is not surprising that progress in early education in NSW was slow. It was
devoted to preserving the principles of the established orders of sovereignty and society,
while still relying upon property owners and the moneyed interests to absorb working
people, the working class. There was a general feeling that education was not beneficial
to the majority of people as it only gave people ideas that were not fitting for servants.
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The Australian economy was heavily dependent upon Britain. The colonies ‘created the
political, economic and social fabric of the communities’ … and borrowed … ‘heavily
from the traditions and models of the old country’ (Partridge, 1968, p.1). Thus, in the
1950s ‘Australia [still] remained in most respects a British social and cultural province’
(Partridge, 1968 p.2).

In the early 1800s the states did not accept responsibility for education, and society
accepted the status quo. It was not advisable, the Colonial Office had decided, to
challenge the moneyed interests in the colony, and if the status quo remained
unchanged, the comfortable and conservative way of life could be preserved. However,
it was impossible to make Australia truly British – its distances, climate and ‘primitive
communications’ challenged the early settlers (Partridge, 1968, p.4).

Following the English pattern the churches, and particularly the Church of England, saw
themselves as the ‘proper agent of education’, but their financial resources were not
adequate. They made an appeal to the state for government aid (Jones, 1974, p.15). In
1825 an attempt was made to combine the Anglican Church and the State into a
corporation responsible for children’s welfare and education, but there were conflicts,
and the system that evolved was not effective. The Anglican Church continued to claim
the right for denominational education in NSW, but opposition arose from other
religious bodies (Jones, 1974, p.17).

Transportation of convicts in NSW had ended in 1840 and slowly changes came about,
but it was the general belief that if the ‘lower orders’ remained basically uneducated
they would be far less likely to question authority (Austin, 1963, p.2). Initially the
English system of Education had been adopted with the Church of England ‘seeing
itself as the proper agents of education’ (Jones, 1974, p.15) and accepting the
responsibility for the education of children and the morals of the people.

A National System of Education was proposed by the state, but while the rival claims of
church and state remained the educational needs of the Australian children could not be
met (Austin, 1963, pp. 64, 67). In 1848 a ‘dual’ system between church and state was
established. It followed a grant of 2000 pounds in 1847 for the establishment of a
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national (state) system of schools (Barcan, 1965, p.53). An additional financial burden
was placed on the community (Appendix 11).
A Board of National Education was responsible, and given financial backing, for the
commencement of a system of state-controlled, non-denominational, or National
Schools. Agents travelled through the colony encouraging and organising the
establishment of National Schools (Austin, 1963, p.16).

In 1849 general instructions under the National Education Board Act were provided for
the establishing of public schools and by 1851 a model National School was opened
based on the Irish System. It was to be non-sectarian. But still the churches held to their
belief that education was a means of rescuing children from the evil influences of their
parents, and through an ability to read The Bible the children would find ‘the way to
Eternal Glory’ (Clark, 1969, p.73). So education continued to be marked by sectarian
bitterness and clerical rivalry.

In December 1855 the Board compiled a final report on school conditions. This led to
the structuring of the National Schools, as the one system that could be ‘adapted to the
needs of the country and administered by one body’ (Turney, 1995, p 199). It was the
basis of the Education Report of 1855. The sectarian and state difficulties were slowly
being resolved (Jones, 1974, p.17), but the discrepancy in the male and female rates of
pay continued (Appendix 12).

3.1.3 Pressures for change

Society’s attitude to education was changing and opinions were being expressed
regarding the necessity to make reforms and implement compulsory education. In 1868
the daily attendance of public school pupils was only 66% and in the private
denominational schools it was 65% (Barcan, 1965, p.12) (Appendix 11). For any
reforms to be effective, regular school attendance was necessary. The reasons put
forward were that:
1) the state had a responsibility for the youth;
2) increased levels of knowledge and literacy would tend to decrease crime;
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3) citizenship would be better understood by those who had a knowledge of history;
and
4) compulsory school attendance would eliminate child labour.

These reforms were achievable in urban areas but a change in policies was needed to
accommodate the rural and isolated children despite a growth in provisional and halftime schools (Barcan, 1965 p.125.) Unfortunately, the ‘pioneering community’ did not
see any great benefit to their children achieving higher education – it was mainly
necessary for those entering the middle-class vocations, and in addition education would
help to diminish crime and ‘create good citizens’ (Barcan, 1980 p. 175). Even in urban
areas, the education of girls was not considered of importance. In 1870 The Australian
Journal of Education complained that the purpose of education was to ‘create young
ladies, not usefully educated women’ … and for this un-named writer such education
was … ‘a waste of time’ (Australian Journal of Education, 1870, p.133).

3.1.4 The Public Instruction Act

In education change came slowly. In 1880 the NSW Government passed the Public
Instruction Act, with compulsory education for primary-aged school children. In 1916
the Act was amended to ‘force’ the attendance of children at school and to deal with
truancy (Public Instruction [Amendment] Act, No. 51, 1916). But stronger measures
would be necessary before the Act would succeed. Ten years later there were still many
children not attending school. Statistics recorded that of the 233,382 children in NSW
only 2,745 were listed in the Public School Rolls (Commonwealth Year Book, 1900).
Although Australia had been declared a federation in 1901 the responsibility for
education remained with the states. However, despite an increasing interest in the
education of young children, official commitment continued slowly. By 1939 the Act
was amended further. Children were now required to receive schooling for 85 days of
each half year, amended (Act No.17, 1939, Department of Education, Handbook (1969,
p.36).
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3.1.5 A New Era

The commencement of the 20th Century made educational reform a political issue and in
1903 Inspector Peter Board, on long service leave, travelled to Europe and Britain to
study their education systems. On his return he submitted a report on Primary Education
to the Education Minister. The following year a conference of educators representing
both public and church schools was called to consider the report. At the conference
Peter Board was appointed to a committee charged with drawing up a syllabus to
replace the then current Standards of Proficiency (Barcan, 1980, p.210). A new and
fresh system, ‘New Education’, had arrived in NSW. 1905 saw the formation of the
state’s first Teachers College (Alexander Mackie, located in Sydney) and the
commencement of the phasing-out of the pupil-teacher system.

The Pupil-Teacher System had originated in England and in November 1851 was
introduced to the colony. A young man or woman was attached to a qualified schoolmaster to be trained as a teacher. Under his directions the pupil-teacher was to attend to
minor school matters and when sufficiently trained would teach one or more classes. It
was the master’s responsibility to train and develop the young apprentice (Barcan, 1980,
p.84). Now, with the opportunity to train at a Teacher’s College both men and women
could qualify and join the teaching service (Barcan, 1990, p.84).

Inspector Peter Board was showing an increasing interest in the education of young
children under six years of age. The ideas that were circulating in Britain and Scotland
particularly interested him and his Report with Regard to Primary Education in Other
Countries was published in 1903. Education was under a central authority and older
features were revised (Barcan, 1980, p.210). However, it was not until the theories of
Montessori were translated by Miss M. Simpson, the Mistress of the Infants Department
at Blackfriars Demonstration School (Barcan, 1980, pp 228-229), that progress was
made, and by 1914 some 60 primary schools had Kindergarten classes (Barcan, 1980, p.
196). The Montessori approach was also influencing teaching in the primary schools
(Barcan, 1980, p.227).

Prior to 1906 parents were charged school fees for the education of their children, but to
encourage school attendance the costs were eliminated, and in 1916-17 the Public
Instruction Act was amended to include attendance over the whole year. All children
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between the ages of 6 and 14 would now be required to attend school regularly. This Act
of 1880, with amendments in 1906, 1916 and 1917, is regarded as the basis of the NSW
education system (NSW Year Book, 1921). In England a ‘New Education’ approach
was emerging (Barcan, 1980, p.220) but unfortunately a World War had commenced
(1914-1918) and all educational progress was ‘placed on hold’.

3.1.6 World War I

The experience of World War I revealed that ‘Australia had more illiterates and semiilliterates than was previously realised’ (Turney, 1983, p. 289). In earlier years this may
not have been considered a major issue for the NSW Government, but a basic
knowledge of reading, writing and arithmetic was now becoming important to industries
and business. Clearly the government was not meeting the spirit of the Public
Instruction Act. Few people saw any point in advanced education and in rural areas
there was little social mobility so the status quo was maintained. The feeling was that a
minimum compulsory education was all that was necessary (Australian Council of State
School Organisations, Canberra, 1977). Public education was being provided at a predetermined level. Students whose parents possessed social status and who demonstrated
scholastic ability were identified for secondary and tertiary education. Primary
Education was considered sufficient for the remainder. It appeared as a centralised
hierarchical system that supported the elite in society and encouraged rigidity in
thinking and a resistance to change, but by the 1920s this belief was being challenged.

3.1.7 The Depression and its influence

The years prior to World War II were marked by financial difficulties. The banks
collapsed and the education budget was cut. Many unemployed men left the cities to
search for work in the country (Pearl, 1974, p.266). There was a re-thinking in almost
all aspects of living.

By 1931 teacher salaries had been reduced by 20%. Teacher training numbers were
reduced too, and trainees who had completed their courses had no guarantee of work.
They could wait up to 18 months for appointment to a school. Class sizes were large - in
1930 the gross enrolment in NSW primary schools was 423,300, and by 1938 it had
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fallen to 383,600 (Barcan, 1980, p.247). Following a survey of class sizes in 1930 it was
revealed that 864 classes contained fifty or more children in each class (Barcan, 1980,
p.247). The average enrolment in primary classes was one teacher to 44.9 students
(Barcan, 1980, p.240). In a few instances class numbers reached a higher level (Barcan,
1980, p.247). In 1932 a Government Act (No 28) was drawn up to restrict the
employment of married women as teachers and lecturers. Any current married female
employees had their positions discontinued (Barcan, 1980, p.248). This represented a
move to ensure employment for male teachers.

3.2 Post World War II
During the war years there had been restrictions on the construction of school buildings
and the staff numbers decreased as teachers and trainees enlisted (Waddington, Radford
& Keats, 1950, p. xii.). As large sums of money were required for National Defence any
improvements to education were put on hold. But, the States had the responsibility of
providing education for all school-aged children – not the Federal Government or the
employers. The Government was not convinced of the need to allocate more funds to
education, for the war took precedence. It continued to favour ‘brief’ schooling and
attendance at rural schools still remained erratic. The general feeling was that a ‘man’
could progress without having much education (Barcan, 1980, p. 235).

Braithwaite and King (1950) in their study of a small school in their UNESCO
publication were optimistic about the future of rural schools, but at the same time they
made the proviso that young teachers should gain experience in fully-staffed schools
before receiving rural appointments:
There is no reason to regard them [small schools] with dismay. The contribution they make to the
education of country children stands up to a critical survey … As long as the practice continues of
sending young teachers to these schools, after some service in a staffed school, there will be little
danger of country children being handicapped in learning social skills and attitudes (Braithwaite
& King, 1950, p. 34).
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3.2.1 What of Immigration?

In the late 1940s, an immigration policy designed to resettle displaced persons from
Europe came into being. Commencing in 1947, the first migrants began arriving in
NSW, and between 1948 and 1951 some 183,125 migrants made NSW their home
(Year Book 1950-51). Half came from non-English speaking countries. Despite the
difficulties encountered by non-English speaking migrants and the social and economic
difficulties most of the migrants encountered, Collins (1992) believed that they seemed
to be ‘better off’ (p.107) compared with their counterparts overseas. They were prepared
to work under challenging conditions, as for example on the Snowy Mountains Scheme,
a large natural irrigation scheme aimed at harnessing the waters of the Snowy
Mountains Region. The 1950s were a time of building, of the ‘great Australian Dream’,
of home ownership, of employment and of an increasing birth rate. Conditions
economically and politically were booming (Year book 1950-51). There was the
promise of an increasing economic prosperity.

In Western Sydney the Housing Commission was constructing public homes to relieve
the over-crowded city areas (Pearl, 1974, p.86). Classrooms of brick and fibro were
being constructed. Following World War II classes of 50 students were not uncommon.
When I taught at Lalor Park Primary School in Western Sydney in the late 1950s, it was
policy to have a maximum class enrolment of 50 children in each class before an
additional teacher could be appointed. There were very few casual teachers available,
for all teachers both qualified and on probation, were employed. This lack of casual
teachers was an additional problem in the schools, particularly in small rural schools.
The majority of teachers were young and still on ‘probation’ and this was common in all
the schools (personal experience).

Both the children and teachers in the 1950s and 1960s often worked under difficult,
disturbing and confusing conditions. There was little opportunity for the students to
have individual attention. Hygiene and toilet conditions were primitive. Schools,
particularly in Western Sydney, for example Seven Hills and Green Valley, faced overcrowded classroom conditions.
Many children suffered and still suffer because, despite all the efforts of teachers and
administrators, they were taught in classes that were too large, in buildings that were unsuitable,
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and often by teachers who were partly trained, older than was thought desirable, or unable to
bring to their teaching the undivided mind that it requires’ (Waddington, Radford, & Keats,
1950, p. vii).

This situation was reflected too in the rural schools, in the school structure, class
equipment and the skills and experience of young teachers, but it did not appear as
extreme.

3.2.2 The School Curriculum - what to teach and how?

The Course of Instruction for Primary Students, known as the Curriculum, was
compiled by the Department of Education in 1925. It was a document ‘based on a rigid
classification that relied on an equal rate of progress for all pupils, [and] assumed that
children of an equal age are capable of the same degree of mastery’ (Curriculum 1952 p.
vi.). It established the subject matter for the different grade levels and was written by
urban educators for urban schools, irrespective of the school size or geographical
placement. The approach led to an inflexibility and rigidity, with the expectation that all
children would progress smoothly and uniformly through the school grades (Maclain,
date not provided, p. 5). Any proposed adjustments to the system, policies or financial
commitments were ignored (Partridge, 1968, p. 64).

The Instruction for Primary Schools, 1925, outlined the scope and limitations of work.
The Small School was briefly mentioned:

In schools under one teacher, the main difficulty that presents itself is that of providing for the
continuous and profitable employment of all the pupils during the whole of the school time (p.
viii).

This document continued with the suggestion that the teacher in the small
school should divide:
the primary period of six years into three two-year periods, instructing two classes at a time,
while the other children were provided with written work (p.viii).
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The 1925 NSW Curriculum, (or Instructions for Primary Schools), remained current
until a review in the 1940s. A brief review had taken place in 1935 but despite efforts to
revise the courses and ‘infuse into the curriculum … more reality and activity’ the
subject matter and teaching approaches remained static:
Are the decisions made by a relatively few people in a centralised system more likely to be
democratic or undemocratic? … The heart of the problem in a centralised system is whether the
channels of communication with the public are kept open and whether the decision makers are
actually responsive to the people to whom they are responsible (Maclaine, date not provided, p.
72).

Many teachers working in rural and isolated schools found the curriculum structured for
the centralised system particularly difficult. They felt that it was ignoring the needs of
the country children and that the educators compiling the ‘Courses of Instruction’
lacked the knowledge, experience or understanding of the culture of country children.
The responsibility to expand the children’s horizons and relate educational experiences
to their local environment was left to the teacher in charge of the rural school. He was
usually young and inexperienced, straight from training and lacked rural knowledge.
The onus to implement the ‘Courses of Instruction’ placed considerable responsibility
on the teacher. In 1952 a revised Curriculum was released with the statement:

There is no marked change in this edition in the general principles governing the school
curriculum, nor in the subject matter set out in the last syllabus (Curriculum for Primary
Schools, 1952, p. v).

It added:
the school is a professional undertaking and the teacher who is solely in charge should organise
and manage all its activities with the deliberation and precision that such an undertaking
demands (Curriculum for Primary Schools, 1952, p.vii).

Thus, the Primary Curriculum determined the courses and content to be covered and
suggested teaching procedures, but dispensation, remoteness and isolation were destined
to play a major part in challenging its pre-determined goals. The philosophy it outlined
was aimed at imparting direct knowledge to the primary school child. The young child’s
49

background, knowledge and ability appeared to be inconsequential. The curriculum
determined the subject matter and the knowledge that should be acquired. There was no
thought of the child’s acquired past, present or future experiences or the ways by which
knowledge could be obtained. Standards and assessments were based on the
memorization of facts. But curriculum development needed to reflect an understanding
of the factors affecting success in learning. The school student was and still is
influenced by aptitudes and motivation, the available educational facilities and the
abilities of teachers within the school to motivate and enthuse (Keeves, 1976, p. 1).

3.2.3 Primary Schools - Classifications

The Handbook for Primary Schools, 1952, provides the NSW Department of
Education’s definitions of the class sizes of the different schools. These are described in
this section.
Class 1 school - average attendance is more than 320 pupils with a separate Infant’s
department;
Class 2 school - average attendance above 180 pupils and less than 320;
Class 3 school - an attendance of above 35 but less than 180; and
Class 4 school - a school with 35 or less pupils in average daily attendance.
A One-Teacher School had 35 or less children with one teacher-in-charge (Handbook,
1969, p.198).

Under the Public Service Act of 1902 the schools were now to be classified and
definitions provided for the establishment of different schools (Handbook, 1952, p 199).
A more simplified structure was being introduced to justify the establishment of a small
school. This meant that a Provisional School could be established in a region where the
community would guarantee an attendance of not less than nine children nor more than
nineteen, and where the children resided in excess of three miles from the nearest public
school. Children would range from grades one to six, and be taught in the one room by
one teacher. The relationship amongst the children would be normally warm, with a
friendly and co-operative relationship between the school and the home. The
organisation of the children to facilitate group and individual instructions was to be the
responsibility of the teacher, but unfortunately the supply of resource materials to aid
teaching was limited.
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Subsidised Schools would be established in isolated areas where attendance at an
already established school was not possible. These schools could emerge if a single
family had four or more children of school age, or two families could combine the
numbers required to establish a subsidised school. The school room and teacher
accommodation would be made available in the family’s home. The teacher was to
follow the established curriculum. The subsidised teacher may not have undergone any
teacher training but was expected to be literate, intelligent and of good character.
Supervision was to be provided by a School Inspector or a ‘suitable’ literate person
(NSW Year Book, 1929-30, p. 447).

Blackfriars’ Correspondence School instruction would be made available to children in
outback and isolated areas. To qualify, the student was required to live more than three
miles from the nearest school. It involved home tuition via mailed printed leaflets for
students whose special circumstances prevented them from having access to other
recognised facilities. Disabled children would also benefit. If a high school was not
accessible the lessons for Secondary Students would be supervised by the teacher in the
small school. In 1930 the percentage of Correspondence enrolments to NSW Primary
Schools was 1.6% (Cole, 1937, p. 232).
A School of the Air, established at Alice Springs in the Northern Territory in 1951,
could provide distance education, and by 1956 a similar program was planned in NSW
for isolated children. This followed a visit to the Alice Springs centre by the NSW
Minister for Education, Hon. R.J. Heffron. It could be considered as an extension or
variation of the correspondence system. The pedal-powered wireless system then in use
gave the children a closer relationship with their teachers and other students, but
correspondence lessons were still prepared and forwarded to the students. Later this old
system of pedal-power would be replaced by computerisation and high frequency radio
transmitters.
(http://www.cultureandrecreation.gov.au/articles/schoolofair/10/7/2007, p.1).
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3.2.4 Statistics tell a story

The slow progress in the development of Primary Education in NSW, and the need for it
to improve, can be appreciated through the NSW Year Book of 1902. In 1900, and out
of a total of 238,382 eligible children, only 2,745 were enrolled in NSW Primary
Schools. Ten years later 240,376 children between the ages of six and fourteen years,
were not receiving educational instruction, and of these 18,488 were living outside the
metropolitan areas (NSW Year Book 1911, p. 101). By 1915 some 286,200 children
still required education, but although 74.9% were attending school, the official records
indicated enrolments of 81.3% (NSW Year Book, 1916, p.109). By 1920 enrolments
had increased to 83.8% but these numbers, although improving, still remained
unsatisfactory. The year 1929 saw 282,517 children (82.45%) registered as enrolled.
However, these numbers did not include children in isolated areas or those attending
small Rural Schools (NSW Year Book, 1929-1930).

In 1929 it was estimated that 464,260 children were still not attending school although
eligible for enrolment. Ten years later, in 1939, the number of pupils attending Primary
schools had dropped to 363,134 (Year Book 1939-40). This reduction in school-aged
children was attributed to an earlier reduction in the birth numbers during the hardships
of the depression years. By the early 1940s the compulsory attendance age was
extended to include children from six to fourteen years. Later an additional
Kindergarten year for five-year-olds was gazetted. Between 1947 and 1951 there was an
increase in the school population of 393,922 or 12.3% (Year Book, 1950-52). As the
economy and technology progressed the need for education increased with school
enrolments in 1951 rising to 405,906.

3.2.5 What is ‘Rural’ Education?

Despite the difficulties of defining ‘Rural’, country people claim to know what rural is
for they believe that they live a rural life in a rural community. Simplistically this meant
living in the country away from urban development, farming the land and caring for the
animals.

In the middle of the Twentieth Century few large country towns existed and almost half
of Australia’s population of 6.5 million lived in the major cities on the coast (Cole 1937,
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p.25). In NSW, with an area of about 312,000 square miles, Cole in 1937, claimed that
the ‘greater part of the population was living in towns (p.27), while the remainder lived
in the country’ (p.26). Thus, with such criteria it would be justified to make the
statement that a large percentage of NSW children were growing up in rural regions.

For this study, a more precise definition of ‘rural’ is required. I will define it as the
farming and grazing lands at a distance greater than 50 kilometres from urban
settlements and with a population smaller than 1000. These farming and grazing
properties can be large or small, be isolated or be close to the small towns that serve
their needs. ‘Rural education’ caters for children from such properties and, for example,
the children from settlements attached to mining and railway projects. Distance
education by Correspondence is also generally considered as ‘rural education’. Percival
Cole (1937) provides his concept of rural education:
There is no general agreement as to the precise definition of the term ‘rural education’ … [but]
one cannot avoid the issue when confronted with the task of classifying specific schools for
statistical purposes of providing ‘rural’ and ‘non-rural education … from the point of view of
size, the majority of towns in Australia outside the State capitals, would, in an analysis based on
overseas standards, be regarded as rural communities (p. 209).

Rural education was made possible by the persistence and pressure from country
residents in remote and isolated areas, their attitude of ‘a fair go’, their co-operative
spirit and family ties, and a desire for their children to achieve success (Dunne, 1981
Forum). Under the Public Instruction Act, 1880, (amended 1916-17), ‘a public school
may be established in any locality … where there are at least nine children who will
regularly attend’ each day (Department of Education, Handbook, 1969 p.24). There was
also the necessity of co-operation between the state authorities, the parents and the
Department of Public Instruction. To uphold the Public Instruction Act and its later
amendments the state was required to provide education for rural children. The state’s
topography, geographical isolation and population density all presented a difficult
challenge for the Education Act.
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3.2.6 The Child in the Rural Setting

The rural child possesses knowledge and experiences relevant to his or her context and
different from that of the city child. The rural child is close to the land. This is
illustrated by an incident occurring at Nashville School (near Orange).

One morning several little ones who walked to school were late. When asked the reason by their
teacher they explained that ‘Herbie McLennan’s cow was having a calf by the fence and we
waited until we saw it was born’ (Bates, 1966, p. 43).

The rural child was required to follow the NSW Department of Education’s prescribed
‘Course of Instruction’, but as children grow they develop and gradually construct
knowledge so their understanding depends on past knowledge constantly being shaped.
The un-stated responsibility of the teacher was to interpret the curriculum in a
‘stimulating’ way to the rural child and to expand his/her horizons. Unfortunately many
of the teachers were young and inexperienced in both teaching and rural life so it was all
a challenge, as the following poem illustrates:
He had finished Teacher’s College,
And his head was full of knowledge,
But it wasn’t quite sufficient for what now had come about.
All his higher education
Did not help the situation,
He’d a possum in the chimney and he couldn’t get it out.
(P. Rush, 1995, p. 51)

The rural school reflected the life of the community and its success depended upon the
ability of the teacher in partnership with the local community.

Kleinfeld and colleagues (1985) in an American study of small schools reported that
there was:

a strong direct relationship between quality education … and the ability of the staff to work
towards an educational partnership with the community
(http://www.waiver.org.au/forums/1996/young.html. p1, 29/6/2007 ).
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In many regions the smaller communities generated support, with the school becoming
a community centre. However, success at school was measured by the child’s ability to
perform in learning the skills of reading, writing and arithmetic - the 3Rs. The Primary
Final Examination in sixth grade, based on the 3R’s, was at the time considered a
measure of the students’ and teacher’s abilities. The relevance of rural life was left to
the parents to determine.

3.2.7 Teacher Training - Accommodation - Staffing

A major problem for primary education in rural areas was the availability of school
accommodation for both classes and teachers. Schools had to be built and teachers
trained. The provision of these was expensive and time consuming. The Minister for
Education controlled the schools, the teachers and the subject matter to be taught. The
Director General of Education and his staff were directed by the Education Minister to
over-see and provide for the maintenance and staffing of schools. Under the Public
Service Act of 1919 school staff were considered Public Servants (with the exception of
the Minister). The financial allocations in the yearly State budgets determined the
building of schools and the training of teachers. The teacher in the rural community in
the 50s and 60s did not have any additional support from the NSW Department of
Education nor were there any provisions for professional development. Prior to the
1950s there had been a gender disparity. Female teachers were not accepted for training
as Small Schools teachers, nor did they in the fully staffed schools receive a salary equal
to that of their male counterparts.

As the population increased so did the need for schools and trained teachers. In the
1930s two Teachers Training Colleges existed – Sydney and Armidale. Their primary
course extended over two years but the Depression, followed by the outbreak of WWII
restricted any plans to progress educational policies. The economic circumstances
placed real constraints on individual families (Barcan, 1980, pp.265-266).

By 1945 there came the realisation that the establishing of Teacher Training Colleges
could no longer be ignored. The ‘old’ Air Force Hospital in Wagga Wagga (NSW) was
converted to a Teachers Training College, and within a short time was followed by
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another training centre opening at Bathurst. The need for education was a challenge to
government policies, the economy, and the slowly increasing technology of the time
(Kemp, 1971, p.54).

Young men and women on the completion of high school and the acquisition of a
Leaving Certificate were eligible to apply for entry to teacher training. They were
awarded a two-year scholarship that ‘bonded’ them to the teaching service for three
years. On completion of their training they would be appointed to schools where there
was a particular need for teachers. Teachers in their second year of study could
specialise in general primary, small schools or infants teaching. A wealth of information
and history has been recorded in school archives, in school centenary and
sesquicentenary booklets and in Talkabout, the Alumni journal of the old Wagga Wagga
Teacher’s College.

The chronology of education following the World War indicates political and social
change with an increasing commitment to progress in the 1950s and 1960s. It has been
described by Barcan as an ‘educational revolution’. People were slowly realising that
education was a means of improving ‘social status’ and a preparation for ‘a vocation’ in
life. The age of unskilled labour would be replaced with a growing interest in improving
the education system (Barcan, 1980, p.273). Following the two World Wars and the
Depression, advancements in technical and scientific knowledge, society and industry
demanded more of education. The education of the rural and isolated children needed to
be more fully addressed, and major political adjustments made to policy and financial
issues. The dispensation, remoteness and isolation were destined to play a part in
challenging society’s pre-determined goals along with ‘the distinctive characteristics of
Australian society’ (Partridge, 1968 p.222). The question could be asked - To what
degree would it affect the life-style of rural children?

Maclain (date not provided) makes the statement:

in the second half of the nineteenth century … there developed amongst conservatives and
radicals alike a widespread belief that everyone should have the same chance of making his way
in life ( p. 9).
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Although there had been considerable progress in rural education there still remained
issues to be solved if the children were to have ‘the same chance of making [their] way
in life’ (p.9) but there were many questions to be considered. The rural teacher’s
concepts of rural culture and of a rural community were not known. How important was
this? The distance and isolation were a fact of life, but from an educational perspective
what changes could be made to lessen its influence on children and teachers? Would
more flexibility in lesson programming and subject matter encourage greater
motivation? Was the curriculum material appropriate to the rural student’s interests?

Thirty years after the timeframe of this study a report for the government compiled by
Dawkins and Kerin in 1989 drew attention to the rural issues. As Minister for
Employment, Education and Training, Dawkins claimed that:
low population densities, widely disparate population and growth rates, environmental diversity
and sheer distance … are factors that make it difficult for … many people to get access to
education and training outside the capital cities(p.1).

Thirteen years earlier in the Fitzgerald Report, ‘Inquiry into Poverty’ it was stated that:

teachers come into remote communities with little understanding of life styles or relationships

(Turney, 1980, p 17).

Through narrative inquiry this study will explore rural teachers’ challenges in the 1950s
and 1960s, the educational development of the rural child and the challenges of distance
and isolation to their education. It will explore the suitability of the established school
curriculum and the programming of lessons. Initially it makes comparisons with the
experiences of other relevant researchers and it briefly compares the findings to more
reviews such as those already mentioned.

3.3 Rural Society and Culture
3.3.1 The Myth

Millions of words have been written about Australian nationalism and the ‘Australian
character’. Most writers seem to have felt strongly that the ‘Australian spirit’ is
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somehow intimately connected with the ‘bush’ and that it derives more from the
common folk than from the more respectable and cultivated members of the society
(Whitlock & Carter, 1992, p.179).

Thus wrote Russel Ward (1992) in his ‘Australian Legend’. He traced the myth of the
Australian male and drew upon references to writers (Lawson and Paterson) and artists
of the time (Streeton and Roberts) to illustrate his points (Ward’s Thesis is held in the
Australian National University, Canberra.). He created the ‘distinctive ethos’ of the
‘Bush Worker’ (Ward, 1992, p.179) but he does not define how this ‘ethos’ can become
the accepted view of the national character. The image created at the end of the 19th
Century and continuing into the 20th influenced the government’s closer settlement
schemes, but the impressions of rural communities, created in the 20th Century, were a
little different. Graeme Davidson, in discussing the ‘Legend’ comments that:

Australia, as a big man’s country created a tradition of egalitarianism and collectivism, of
‘mateship’ … where [it] formed the basis of a national, rather than a merely sectional culture
(Whitlock & Carter, 1992, p.191).

They stress the male image of the ‘country’ man and place him in the centre of a
national culture.

3.3.2 The Culture

The culture of a region is not easily defined. The Australian geography had a role to
play. There were great distances between settlements and scanty rainfall or floods were
an ever present threat. The lives and thoughts of the people within the community
combined with the political and social influences to form a definite pattern.

John Fiske (1989) in Reading the Popular Culture defines culture as:
The constant process of producing meaning of and from our social experience, and such
meanings necessarily produce a social identity for the people involved. … Culture making is a
social process. … cultural roles can circulate only in relationship to the social system (p.1).
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3.3.3 ‘Countrymindedness’

Location plays an important role in the type of life lived. People living in one area
frequently think that they are different from those in another, for example, the contrasts
made between ‘Sydney and the Bush’ or less dramatically between the areas of Wagga
Wagga and Tumbarumba (in rural NSW). From the 1890s and well into the 20th Century
the idea of ‘countrymindedness’ became established in rural areas, reinforcing pride in
the country regions and a certain disdain for the city ‘slicker’ (Aitkin, 1988, p.54). A
stereotypical view seemed to emerge of the rural social structure based on the
interpretations of poets, writers and artists, thus perpetuating the bush myth. The quotes
‘the Australian Way of Life’ and ‘White Australia’ were the constructs of images used
for political purposes. They could create a problem as such descriptions are merely a
simplification of a more complex society.

As the term, rural Australia, can refer equally, for example, to the Riverina country
regions of wool and/or wheat, the rice farms of the Murrumbidgee Irrigation Area or
sheep and cattle stations in the North West of NSW, it is difficult to make a cultural
generalisation. In Australia the person’s occupation was one defining element of class.

3.3.4 Class Stratification

In rural Australia in the first half of the 20th Century the levels of the social structure
appeared to fall into four distinct groups. Taking the Wagga Wagga Region as an
example, there was firstly the landed gentry, the pastoralists, of independent means.
They were involved in the wool industry with some grain agriculture. If they so desired
they could afford to live in the town and employ a manager to organise the farm. Their
children could attend a boarding school. They were the prominent citizens of the region
and were frequently involved in local community activities. The extent of property
ownership was, and still is, the extent of the power that the person has (Waters, 1990,
p.8). Labour can be bought and sold.

Below the pastoralists in status were the independent producers, the owners of smaller
acreage, who could employ a full-time workman to assist on their properties. In addition
and during the productive seasons of the year other men would be employed, for
example at harvest time, shearing time and for fruit picking. Then there were the
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‘battlers’ the small farmers who were not in a financial position to employ paid workers,
but would engage members of the family to ‘help out’ during the ‘high’ season, and
there were the share-farmers too who shared their labour and machinery on the
properties of the more affluent property owners. They fell into the third group.

This left the fourth group, the working class, those who marketed their labour. They
were the transient and seasonal workers who appeared at times in the year when there
were additional demands. In this group it was more likely to find the women workers
(Waters, 1990, pp. 8-9). Thus society determined the structure of the community. In
1911, for example, Australia depended on a predominantly rural community with its
seasonal work, labour mobility and small-scale employment (Western, 1991, p.19).

A fifth class, but not recognised as part of the community, was the Aboriginal culture.
These people were invisible and in the 1950s their children usually did not have to
attend school. Their life was separate from the ‘white man’s - they blended along its
borders. An example is the Wiradjuri people who lived in their settlements along the
Murrumbidgee River. Most lived in groups of related households, some were on the
outskirts of town and some on reserves. Some lived on the Warangesda Mission. They
moved within ‘their country’ and ‘combined hunting with station work for rations’
(Morris, 1999, p.167). Some of the children were taken into government care, but this
is another story.

After World War II many Indigenous people were moved off their reserves and into
towns where it was expected they would be happy, adjust to white man’s values and
racial prejudices would disappear. But it was not until the 1968 referendum that
Indigenous people were included in a census count and given the right to vote (Morris,
1999, p. 251).

3.3.5 Land Settlement

An example of poor political management and a lack of rural knowledge can be
illustrated through the land settlement scheme in 1934 at Gumly Gumly near Wagga
Wagga. The government’s aim was to assist the unemployed men in the region but the
blocks allocated proved to be too small to be profitable. Men without work and on the
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‘dole’ could ballot for a block of land ranging between two and seven hectares. The
successful men, without any financial backing and with very few possessions moved
onto the blocks, put up their tents, started to clear the land and build simple homes
(McQueen, 2004, p.194). There was neither electricity nor gas available nor ways of
communication. It was not until 1951, 17 years later, that water was made available to
the blocks (McQueen, p.195). Although the conditions were hard for the men their
womenfolk had few if any conveniences and their school-aged children attempted to
study in the evenings by the light of a kerosene lamp (McQueen, 2004, p.195). But why
did they continue their efforts and insist on remaining on the land?
For me, farming means the old cliché about working for yourself. Things like owning your own
sheep and watching them grow; putting a crop in and taking it off, thinking, ‘I’ve done that …
its really the individuality of it. Sure there is a reliance on other people, the banks and the
government but there is that individuality in the sense of saying ‘This is what I am going to do;
this is what I have decided; and I’m going to carry it out in this way … To be able to get out of
the tractor in the middle of the night and pick up a bit of soil and hold it is a good feeling’
(Kriegker & Stendal, 1984, p.ix).

The conditions these families experienced were similar to those of families in other
regions.

The growth or decline of commodities in a wool and wheat growing region like the Riverina
could be determined by decisions made in Washington or Brussels rather than by those in
Canberra (Lawrence,1989 , http://www.regional.org.au/au/roc/1989/roc198963.hym5/05/2009).

The farmer, however, was steadfast in his reasoning and his determination to remain on
the land. To quote from M. Alston (1990):

there has been … a critical lack of recognition and validity … given to farm women for their
major contributions to agricultural production (p.20).

One woman, married to a grazier, and recalling the past wrote in 1946:
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We were living in a corrugated iron shed, which also served as a garage and hay shed. The rainwater tank was empty, and every morning my husband carried two buckets of water up from the
creek … The water was foul and muddy. I allowed it to settle, then boiled it, skimmed it and
left it to boil a second time, before boiling it yet a second time (Alston, 1990, p.196).

Shelly Morris, in a ‘History of Wagga Wagga’ records the story of a nine-year-old girl
who assisted her father during harvest time. He had taken up a selection at
‘Gobbagombalin’ in 1907, and his daughter was required to help on the farm.
Employment of labour was an expense that he could not afford so the child and her
mother became ‘it’. Of course, during this time there would be no school for her. The
girl would:

drive a team of five Clydesdales through the field from stack to stack while her father loaded
the wheat. The sewing of the bags was done at night … He also had seven acres under fruit to
attend to.
Mrs Field was also very busy. In addition to her household duties she found time to dry the
raisin grapes, look after the poultry, and raise a few dairy cows to provide milk and butter for
the family (Morris, 1999, pp 53-54).

Australian women throughout history have been marginalised and have functioned
under patriarchal dominance. Society had decreed that the woman, once married, must
work with her husband and assist him in his efforts. Women were dependant upon their
men-folk. A loyalty to home and the family were expected. Shelly Morris (1999) states
that:

Census records show that the proportion of the female population to the workforce … increased
significantly since 1940. Most striking has been the entry of married women into the labour
market (p.255).

Since its settlement, Australia had been a predominantly rural economy, thus the
expression ‘Australia rides on the sheep’s back’. However, following World War II
Australia became more involved in a ‘post industrial’ or a capitalistic stage and young
people on the land were drawn to the employment opportunities being offered in larger
towns and cities. Although the value of the agricultural work was losing popularity with
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the youth, the culture of society, particularly in rural regions, continued in its
established mode. Its belief in the division of labour based upon the concepts of ‘male’
and ‘female’ was maintained. It would take time to change.

The 1907 Harvester Judgement had reinforced the culture and the concept of male and
female work. It set the award wage for working women at a percentage of the male rate.
In 1912 a woman’s wage was determined as 52% of the male rate. By the 1940s it was
increased to 75%, and despite appeals for equal pay, society still believed that the male,
as breadwinner, had greater needs. In the feminist movements of the 1970s, when equal
pay was awarded, the gender issues still remained and patriarchal beliefs continued to
influence the rural communities (Appendix 12).

As late as 1993 Anna Murdock wrote in The Age of a conversation with a farmer in the
bar of the old hotel at Wantabadgery, near Wagga Wagga. She explains that there were
no women present, only a dozen or so men between 20 and 60 years of age who had
come in from the surrounding properties. To her they were courteous, stopped swearing
and lifted their hats. She asked if they thought their women were lonely during their
absence from home. The response was ‘We’ve never thought about it’. One farmer,
aged 38, commented:
We were the rebels. We let our women into our world and now we think we went too far (23rd
August, 1993.)

3.3.6 Critical Summary

Work on the land was not an easy life for the farmer or his family. The farmer believed
that work was a male responsibility and thus he was the ‘bread winner’ in the family.
He enjoyed the outdoor activities and the feeling that he was his ‘own boss’. The
women were perceived as belonging – they were his ‘wives and daughters’ and not
individuals in their own right. They needed his protection.

Despite feminist efforts in this rural background the prevailing social attitudes
remained. On the farms and in the small country towns the unavailability of paid work,
the lack of support services and the distance and isolation restricted the independence of
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women and their participation in ‘paid’ work. Family welfare was dependent upon the
farmer and farm work, and the efforts of his wife and those of the children were seen as
important to the maintenance of the farm and the home.

Many women had been inculcated in a culture that believed child care and the needs of
the farm were the first priority. Society had led them to believe that their efforts were a
normal and natural part of the rural culture. The rural culture had been derived from the
objectives and structure of the society rather from the women themselves. A culture of:
Loyalty and family solidarity emerges as a major factor in determining the work patterns of
rural women (Ashton, 1990, p.14).

3.3.7 Conclusion

Based on the available literature concerning rural education and the rural culture it does
appear that further efforts are required by governments to meet the objective that:

each person living in Australia has a fair chance and receives a fair share in the distribution of
economic and social resources (Gibson, 1994).

Gibson (1994) is positive regarding the needs of rural schooling and recommends that
specific guidelines for the education of rural children are made relevant to the culture of
their community. These should be combined with the specialised training of teachers in
skills appropriate to small schools teaching.

In September 2005, in the NSW Parliament, the Hon. Melinda Pavey, in an address on the
Small Schools Support Documentation, and the need for a multistage unit curriculum
stated:
small schools are a fundamental part of public education in NSW. They provide an environment
for children who may have no other option for education
(nsw.gov.au/Prod/parliament/hansard.nsf/V3Key/LC200050915046 11/09/2009.

Ian Gibson (1994) stated that the principle of education should be based upon ‘fairness and
equity’ and rural children should not be disadvantaged. Although ‘location, disadvantage’
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(Gibson, 1994) and isolation remain a major problem for many rural Australians, there are
further efforts required to ‘right the wrong’. The problems will be solved only when there is
an official acknowledgement by the national and state governments of the issues involved,
the need for economic in-put, and the formulation of policies appropriate to the needs of
rural children.
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CHAPTER 4 PUBLIC EDUCATION’S RESPONSE TO THE CHALLENGES OF
RURAL EDUCATION

4.1 Introduction
This chapter provides an overview of how the public education system in NSW
attempted to provide a basic education for rural children living in remote locations. It
describes how one- and two-teacher schools are organized and the basic approaches that
were taken to teaching and learning. Further detail, based on documented cases drawn
from the literature, is presented later in the chapter.

Distance and the comparative isolation of rural schools has always been a challenge to
education. Elijah (1926) said that rural schools have been a ‘problem for
educationalists’. Over a long period of time there has been a great need for research in
order to further our understanding of the ways isolated rural schools overcome the
tyranny of distance. For example, in the 1950s Braithwaite and King stated that:
Australia has a rich experience in the one and two teacher schools yet it has produced little
documentation (p3).

Thus, Australia has a long history of one- and two-teacher schools but little research has
been done to find out how and why they appear to succeed.

4.1.1 Background - Attitudes to Education

To understand the background of education in NSW and the gradual changes that
evolved it is necessary to have an appreciation of its beginning, the early approaches,
the slow progress towards a public education system and the difficulties encountered.
The adaptation of the English system and the dissentions of the church and major
authorities were restricting influences. Adding to these were the vastness of the state,
the poverty of the settlers, and the ignorance and the lack of any coordinated
educational policies.
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A few writers including Austin (1963) and Barcan (1965) have detailed the progress of
the public education system in the 19th Century, and Partridge (1968) at a later date
made the comment that ‘the aspirations of Australians have not been very ambitious so
far as their education is concerned’ (p.222). The background they present is historical
and does not include narratives. However, the writings are important as they reveal the
challenges and early British influence on the foundations and progress of Australian
education. At the time, ‘no one had yet attempted to study closely, sympathetically and
with a cold eye the organization and administration of a single state system’ (Partridge,
1968, p.220). Therefore, much of the information resides in official documents.

In 1854-55 a government report on education was compiled that was highly critical of the
existing system. It would become the basis of the 1855 report on education and made way
for the Public Instruction Act aiming to ‘make more adequate provision for public
education’ (Department of Education Handbook, 1969, p. 22). Barcan (1988) comments
on the report findings that stated that many buildings were declared unsuitable,
overcrowded and in bad condition and that the equipment such as desks and seating
arrangements were insufficient.

Austin (1961, p.112) writes that Henry Parkes made the statement that:
We shall be for that system or unity of systems which, by being most fitted to the circumstances
of the colony, will be most diffusive in its blessings, whatever its name, and by whom so ever it
be originated … we cannot conceive it justifiable for differences of doctrinal points amongst the
well informed to interfere between the light of knowledge and the utterly uninstructed. (Austin,
1961, p.112).

Parkes advocated strongly for the introduction of an education system that would be
better suited to the colony and would reach out to all children, irrespective of religious
affiliations. He believed the government should not reject progress on the grounds of
doctrine, but it would be another sixteen years (1866) before the way opened up for
Parkes to proceed with his ideas on reforms. He presented his Public Schools Bill,
revealing the changes that he felt were necessary for the youth of the colony to develop
(Austin, 1963, p.118).
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In May 1880 the Public Instruction Act, following a stormy passage through
Parliament, was passed. Although it was not an end in itself it was the fore-runner to the
later Amended Education Acts (Turney, 1972, 136). Amongst the changes made were
the withdrawal of State Aid to denominational schools and the introduction of
compulsory education. This Act would become the basis of the extensive and
centralised superstructure of the NSW Department of Education, and the establishing of
a ‘free, compulsory and non-sectarian’ education system.

After 1900 - The Federation of the States
Even with the establishment of the Commonwealth of Australia, the states remained
responsible for school organisation. Despite the declarations made at the time, ‘Free,
compulsory and secular’ education was not available to all children and in particular
those living some distance from a school (Barcan, 1980, p.175). Often people living in
remote areas, and the working classes, showed little interest in education and the social
divisions continued to exist (Barcan, 1880, p.176). However, the impetus for
improvement would continue but progress was slow and the education of rural children
was still not being fully addressed.

In 1923 an attempt was made to introduce rural schools to the central area of the district
(Barcan, 1980, p.245) and in 1926 Elijah claimed ‘one teacher schools would always be
a part of the school system’. They mention reports that recommended a curriculum that
should reflect the child’s environment, have an agricultural bias and be structured to
student needs. However this did not eventuate as the economic impact of the Great
Depression slowed to a halt educational reform. Today a reduced number of oneteacher schools still contribute to the education of rural children.

4.1.2 A Crisis in Education - Background

By the late 1940s a ‘Crisis in Education’ became the cry despite Australia’s improving
economy. A ‘new’ social class was emerging as parents recognised the implications of
education and economic advancement for their children. The crisis concerned the ‘aims
of education, the curriculum, the structure and the standards’ (Barcan, 1980, p.235). In
1949 in the journal Education, the following statement appeared:
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The facts concerning the developing crisis in education revealed during the recent months have
come as a profound shock to teachers (9th December).

In February, 1955, another statement in Education again protested:

We again … draw attention to the alarming shortage of teachers, school buildings and
equipment and urge that larger allocations for education be made from both loan and
revenue funds (p.1). Efforts need to be made to address the issues in rural areas.

4.2 Addressing the Issues in Rural Education

4.2.1. Rise of the Correspondence School
Parents in rural and remote areas must be given credit for their efforts to ensure
education for their children. Parent pressure and requests for help could not be easily
ignored. For example, the system of primary education by correspondence for isolated
children had humble beginnings, but there exists little co-ordinated literature to detail
its development. Initially it evolved from a letter written in 1914. A settler in the Beech
Forest, Victoria, living eight miles from the nearest school, wrote to Mr Fussell, the
Chief Inspector in the Victorian Education Department asking ‘Can anything be done
for the education of my two boys?’ The letter was passed to Mr. J. McRae, the Vice
Principal of Melbourne Teachers College. An appeal was then made to students training
at the Teachers College. A group of five students volunteered to organise lessons and
tutor the boys by mail. Each undertook the responsibility for a subject and every two
weeks a set of work was forwarded to the boys. At the end of the year they sat for the
standard school exam for their age and were successful. The lessons continued the next
year with the addition of their little brother (Cunningham, 1931, p.16). Mr McRae took
a personal interest in this new approach as he enthusiastically supervised the work of
the students. Two years later, in 1916, the amount of work became too great for the
College and students to continue. Consequently, trained teachers were appointed to
provide instruction and co-ordinate lessons for the children.

A similar situation occurred in NSW. Parents in remote areas were pleading for help to
educate their children. On the closure of her son’s subsidised school a mother made an
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urgent appeal to the NSW Inspector of Schools, S.M. Smith, who personally offered,
and then commenced, to teach the child by post. Other isolated children became
involved so a special teacher was appointed to compile the work. By 1917 there were
27 isolated children receiving their lessons by post (Cunningham, 1931, pp.16-17). The
correspondence system was emerging as a unique arrangement for the provision of
contemporary education.

However, this approach was popular and the response rapid and within ten years (1916
-1926) the number of correspondence pupils in NSW was listed as 2,523, being taught
by a staff of 37 (Turney, 1980 p.13). Many of these children would never attend a
‘normal’ school and a large number would not proceed to secondary education.

By 1922, it was possible for small-school students to receive secondary school lessons
by correspondence, but the system was restrictive and children could not proceed past
the Intermediate Certificate level, which then represented the third year of high school
work. Frequently the students left with written permission from their parents, when
reaching school leaving age of 14 years. The high school correspondence lessons were
supervised by their parents or the teacher of the small school. By 1928 some 29.8% of
students were receiving all their education by correspondence.

In 1951 the correspondence concept was expanded with the introduction of the School
of the Air. The Alice Springs School of the Air was established in Australia and was the
first of its kind in the world. It used the communication technologies developed by the
Flying Doctor Service to enable contact between the students, parents and teachers.
The first broadcasts were made with the co-operation and assistance of the Flying
Doctor Service. In 1944 Miss Adelaide Miethke of the Flying Doctor Service had
experimented with educational talks to Outback Children and illustrated that, with the
correct equipment and trained teachers, the children could receive school lessons and an
education.

In the beginning most lessons were a one-way affair. Most outback stations possessed a
pedal wireless, so with the assistance of the Flying Doctor radio network provision was
made for radio lessons. With advancing technology, two-way communication between
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students and teachers became possible. Further advances in interactive communication
technology have changed this system.

Cunningham (1931, p.9) claimed that Australia was the first country to show ‘in a
sympathetic way and on a large scale’ that it was possible to provide elementary
education for children in isolated areas. Cole (1937) also asserted that ‘the
correspondence education can legitimately be regarded as Australia’s unique
contribution to contemporary educational practice’ (p. 232).
4.2.2 Rural Education - The Small School

Small schools can be traced back to the mid-19th Century. For example, the first official
government-assisted national school opened near Deniliquin in 1862. This was within
access of a town that ‘supported twelve hotels, a large brewery, the Bank of NSW, two
churches and a variety of stores’ (100 Years of Education in North Deniliquin, 1996,
p.5). In 1867 the National School became a public school. There was now an
opportunity in the area for further small schools and if the minimum number of students
was not reached subsidized schools could be opened up. As the title suggests the
government paid a ‘subsidy’ to parents for each child attending, while parents were
responsible for providing the classroom accommodation and a teacher (100 years of
Education, 1996, p.5).

Barcan (1980) indicates that the Nationalist and Country Party in the 1920s claimed the
education portfolio as their own for they realized the benefit that the building of new
schools could bring to country areas. By 1938 the small rural school became characteristic
of Australia (p.244).

In the 1950s (exact date not recorded) Braithwaite and King compiled a study on the
organization and teaching of multiple classes in one- and two-teacher schools. As
previously stated, it attempted to:
provide further suggestions for thinking and practice about the needs of the child, and aid
educators developing similar program in other areas … [It] forms part of UNESCO’s program
for full provision of free and compulsory schooling for the world’s children (p.3).
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Usually a school building was provided by the NSW Department of Education and it
followed a stock standard plan of one large square classroom, timber framed with a
verandah across the front, as illustrated in Figure 4.5 below. Here, hats, coats and bags
could be deposited. A water tank for drinking water was attached and a toilet or toilet
‘pit’ constructed outdoors, one for girls and one for boys. The school may or may not
have had a weather shed with room for the storage of physical education and sports
equipment. Provision was made for heating but air cooling facilities did not exist and a
telephone was not always connected to the school. If electricity was available the P. and
C. may have purchased a fan (Braithwaite and King, p. 14).

Figure 4.1: A Plan of a Rural School (Braithwaite & King, 1950)
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The building was simple in its construction. There was no provision for the comfort or the
perceived professionalism of the teacher. His professional effects were contained within the
classroom and parent interviews were held either in the classroom or on the verandah after
school hours.

4.2.2.1 School Equipment

After the classroom had been organized the school equipment would be added. This
included desks and chairs for the students’ use and a teacher’s table and chair. Stock
cupboards, if provided, were for the storage of classroom equipment. In addition there
were the basic reading materials and a library shelf. The Infants readers were for the
children in Kindergarten to Year 2, while a monthly magazine was supplied for
primary-aged children. The school was also encouraged to develop a class library which
was primarily financed by the P. and C. Association. In reality it often consisted of a
few old books borrowed from the community.

4.2.2.2 Curriculum and Time Table Organisation

The NSW Department of Education’s publications, such as the Curriculums (1925 and
1952) are invaluable as they indicate changes in teaching content and approaches, while
the NSW Handbook for Teachers describes the regulations and the acts governing the
teaching service in NSW public schools. The statistical data available in Commonwealth
and NSW Year Books enables comparisons to be made, for example school attendance,
class sizes and school numbers, and also provides yearly comparisons on the changing
data. A distribution of time was provided in the Curriculum (1952, p. x) to ensure a
balance between the various classroom activities. It showed the time allocations for the
different subjects. The weekly lessons followed a planned sequence (see Table 4.1
below).
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Table 4:1 Time allocations for Individual Subject areas (minutes)
The time allocations for each subject in each year are shown above. The times can be varied to
meet the requirements of the different classes. With the knowledge of the time allocations the
timetable could then be organized as shown in Table 4.2 below.
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Table 4.2 Weekly Time Table
The timetable indicated the weekly routine of lessons and the distribution of time in each
subject. Most one-teacher schools operated on similar timetables.
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4.2.2.3 Daily Class Preparation

Prior to the commencement of each day’s activities it was necessary to prepare the
blackboard (see Figure 4.2) showing the written work to be performed by the students.
This was particularly relevant in one-teacher schools as part of the daily lessons,
because work books and duplicated worksheets were not always available to ensure the
continued activity of the older children while the younger ones were being instructed.

Preparing the Blackboard

Figure 4.2 The teacher at work.
The teacher is here shown preparing the blackboard exercises for his senior students.

4.2.2.4 The Day Book
The teacher was also required to complete a ‘day book’ summary of lessons as an
important part of the class preparation. It showed the detailed organization of the
student’s work and was drawn up on a daily basis from the five-weekly lesson program
and the weekly time-table. By the end of each week the teacher could feel assured that
the lessons presented had been balanced and no subject had been omitted. Table 4.3
shows an example of a Day Book.
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Day Book
Time

Kindergarten

Years 1 to 2

9.30 - 10.00

‘ Kindergarten of Morning talks, Weather,

Date: ………..

Years 3 to 4

Years 5 to 6

Health and Hygiene ….

News Discussion.

the Air’

10.00 - 10.30

10.30 - 11.00

Pre

Reading, 1. “Betty and Jim’ word study 2. Maths – B. Board exercises, plus, minus Mechanical Arithmetic, from Book 4, Graded

…Finding

‘Seaside

Differences

Comprehension Ex.

Matching shapes

Maths: Finding the missing numbers, Oral Reading. Introduction of new story, Silent reading - B. Board assignment based on

11.00 - 11.15

Recess

11.15 - 11.45

Copying

12.15 - 1.15

Picture Talk.

Lunch

Reading

and and times.

Mechanical Arithmetic, p. ..

chalk board eg., 7, 8, _,10, 11, ..

finding specific words.

story.

Recess

Recess

Recess

Handwriting practice.

Handwriting practice.

Cursive copying.

Copying passage in Cursive

shapes Handwriting practice.

from chalk-board

11.45 - 12.15

Story’

Script exercise
Picture

Study

combined

with English Study - Work sheet based upon English Study: ‘Let’s use Better English’, Books

Language Study

earlier Oral Reading.

4 and 5, p…

Lunch

Lunch

Lunch

Table 4.3
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Cont. - Day Book Time Kindergarten

Years 1 to 2

Years 3 to 4

Years 5 to 6

1.15 - 1.30

Rest / Listening

Serial Story

Serial Story

Serial Story

1.30 - 2.00

Free Plasticine

Supplementary Reading illustrating

Supplementary Reading and illustrating

Supplementary

Nature
Birds

Study, The Birds in our Region. Can you Birds in our Region. Describe, draw and Birds
in

our describe them – and then draw them? name them.

Region. Drawing

in

our

Region

–

Book

work

Music

Music

3.00 - 3.30

Physical Activities Physical Activities
AFTERNOON

Music

Music

Physical Activities and Games

Physical Education and Games

DISMISSAL

FOR ALL

Table 4.3
An example of a Day Book recording the content and daily organization in the multi-classroom of a small school.
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Identifying

and

Researching for their alternative habitations and
regions.

2.30 - 3.00

3.30

and

Corrections

Modeling
2.00 - 2.30

Reading

4.2.3 Perceptions of Rural Schooling

4.2.3.1 The Administration of Schools.
The administration of the state system centred in the Department of Education Office in
Bridge Street, Sydney. In 1948 an attempt at de-centralisation was considered with the
experimental appointment of a Regional Director in the south-west at Wagga Wagga. In
this position he was responsible for the implementation of policies but did not play any
part in their formulation. By 1952 it was considered successful so the decision was to
proceed with the concept and progressively divide the state into eleven Regions, each
with its own Director. The authorities believed the system would enable closer
relationships with the schools and would free up the central administration for ‘more
important work’ (Jones, 1974, p.46). The ‘work’ would involve the administration of
education in the Region and the Regional Director would be responsible to the DirectorGeneral, the permanent head of the Department of Education. The administrative
machinery was and still is complicated - it is a bureaucratic pyramid supported by many
different but related centres (Jones, 1974, pp.56-57). Where it was possible there was a
move to consolidate several small schools into a larger central school (Appendix 14)
The perceptions of writers at the time not only reflected their impressions of rural life
and schools, they often reflected the views of the urban-based bureaucrats. They
believed that rural life and rural conditions did influence the child and this environment
created differences as the child’s interests and experiences developed. For example,
Cole (1937, p.51) claimed that in comparison with the urban child, the country child had
a different ‘mental store’ and outlook on life. He or she developed a strong sense of
responsibility stemming from the allocated duties around the farm and a strong sense of
‘freedom’. It may have only been feeding the dogs regularly or collecting the mail on
the way home from school, but the responsibility was theirs. Cole also asserted that the
freedom of movement, the work ethic and commitments demonstrated by parents led to
a greater initiative and resourcefulness (Cole, 1937 p.54). Cole made a further point
that:
as environment can influence directly the mind of the growing child [there is] a difference
between the psychology of the rural child and the urban child.
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Also, there was a view that the rural child did not have similar social contacts and
exposure to experiences and activities taken for granted by the students and D’Urso,
1971, provides an example of what was a common stereotype:
The relative inability of ‘socially disadvantaged’ children to respond and ask questions
prejudices their performance in all school subjects (D’Urso, 1971).

This does not imply that rural children are intellectually slower than their urban
counterparts, as many urban children in lower socio-economic areas could often suffer
from greater disadvantage than rural children. Therefore the stereotypes presented by
D’Urso should be questioned.

4.2.3.2 Teachers
It was considered that the ‘personality and special qualities of the teacher’ with ‘some
years of experience in the fully staffed schools’ would be a positive influence on the
community, but at the time young women did not receive small schools training so many
potentially excellent teachers were not available. The curriculum was considered the
basis for lesson programming. Further, the NSW Department of Education did not
arrange in-service meetings to assist the small schools teachers. The young teachers
often organised their own ‘in-service’ meetings at pre-arranged places to discuss their
particular teaching problems and discuss possible solutions. For example, at Rand in the
Riverina District the local school principal organized discussion meetings after school
for the teachers in outlying small schools.

4.2.3.3 Report on Teachers
Based in Sydney, the Department of Education was responsible for all matters
concerning teachers (Department of Education Handbook, 1969, p.81). Its Inspectoral
Branch dealt with ‘all machinery matters’ concerning the inspection of teachers.
Teachers were expected to follow all instructions directed to them by their inspector, and
they were not justified in ignoring his comments. Any appeal could be forwarded to the
Director-General through the Inspectoral Office.
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Figure 4.3: Inspection Report (1970). Nerrigundah Public School, enrolment 18 pupils
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This inspectoral report illustrates the standards expected from the teacher and is a summary of
the one-day official inspection by the Inspector of Schools. The purpose was to determine the
teacher’s efficiency and his ability to satisfy the requirements for certification as a fully
qualified teacher.

Each inspector approached his responsibility in a slightly different way and their
processes varied. It was the inspector’s responsibility to assess the teaching ability and
professionalism of the teacher. He based his evaluations on the behaviour of the
children, their relationship with the teacher, their bookwork, their attitude to their peers
and their willingness to be involved in the school activities. Most were exceedingly
thorough and questioned children on the contents of the program. The children were
asked for the specific details and contents of certain lessons, their bookwork was
carefully reviewed poems were expected to be memorized and songs to be known and
sung in tune. An Inspector could be helpful if he discovered that none of the essential
material needed to support teaching was in the school. For example, in the case of Mick,
his school did not even possess a curriculum, so special provisions were made by the
inspector to assist him. By way of contrast my first inspection was a very ‘low key’
event. One afternoon towards the end of the year the principal brought a gentleman to
my classroom and introduced him as the local inspector. Evidently, the inspector had
been very busy and, as he was new to the region, it would be convenient for him to
inspect my work in my kindergarten class. No previous warning was given. He looked at
my program, surveyed the children’s workbooks, asked them about a frieze that was
attached to the wall and watched me teaching for a short time. I did receive a
satisfactory if non-committal report. If an unsatisfactory report was received the
teacher’s services could be terminated (this rarely occurred), but normally he would be
required to undergo further supervision.

The inspectoral processes also varied depending on the seniority of the teacher and the
purpose for the inspection. For a teacher seeking promotion the process was thorough
and included every official document in the school, including Exam Books, Punishment
Books, and notations on Staff Meetings and Parent and Citizen meetings being sited. (In
Additional Comments the copies of such documents are included). An inspection for a
Fourth List, Primary, involved two inspectors reviewing the school for five days.
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Successful applicants were then eligible to apply to be the principal of a larger primary
school.

About 1957 Appraisal Reports were introduced to Primary Schools. A panel of
inspectors would come to the school for a week-long visit. They would assess the
school’s policies, the effectiveness of the staff and school executive and the work
programs evident in the school and the community relationships (Appendix 13).

Figure 4.4 Advancing the status of a school - The Appraisal Report.

83

Note: A School Inspection was necessary to change the status of a school, for example, from a
Provisional to a Public School. The inspection was carried out, often following a request from
parents and then a directive from the Minister. An assurance was necessary that the daily
attendance of pupils would not be less than nine. The teacher, Mr R. Smith, was present at this
inspection (Reference: the report on the Ganmurra Provisional School, 1957).

4.2.3.4 Status - Female Teachers
Women were not appointed to the position of teacher-in-charge, although during World
War II when a male teacher was not available and where accommodation was
appropriate, the position could be taken by a woman. This occurred at the Ganmurra
Public School (personal knowledge). The female teacher’s salary was less than that of a
male counterpart. In the ‘new era’, following World War II, women were encouraged to
enter the teaching service but they were still not eligible for small-school appointments.

Women could not hold the position of principal in the period 1950 to 1960s; nor could
an infants mistress, in a public primary school, irrespective of her experience, aspire to
being a primary school principal. The authority of the time considered that the choice of
such a person would be inappropriate. A man was believed to have a more authoritative
approach where a woman did not have the necessary personality to deal with primary
students and their parents. She could be appointed in charge of an infants department,
for the belief was that such a position was appropriate for a female teacher. This
paternalistic and discriminatory attitude would influence the teaching service for many
years.

In the small one-teacher school the staffing typically consisted of a male teacher-incharge, and in the case of a two-teacher school he could have a female assistant teacher.
A minister of religion normally visited the school regularly and a sewing teacher was
appointed to develop the sewing skills of the young girls. This woman was usually
drawn from the local community or could be the teacher’s wife.

4.2.3.5 Sewing Teachers
Lessons commenced for the girls in the school in Year 3 and continued throughout the
primary years. As a guide for the teacher, an outline of the ‘Needlework’ aims and
course was included in the 1952 Curriculum for Primary Schools (pp. 423-439). The
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general aims were described as developmental, practical and cultural. The Curriculum
stated that the child should ‘develop a knowledge and understanding’ that would lead
her towards becoming ‘an intelligent consumer of the textiles used in clothing and in the
home’ (1952, p.424).

The course over the four years of primary schooling (Year 3 to Year 6) aimed to cover
the processes involved in the making of a garment, pattern making involving
measurements, hand sewing and by Year 6 girls were instructed in the use of a sewing
machine, would knit, and compile their needlework book. Included was the study of
different textiles, for example linen, cotton, silk, rayon and flax, and their suitability for
different purposes (pp.425-426).

The curriculum makes a pertinent statement on the subject under the heading of ‘Repair
and Renovation’:

The mending and care of clothing is a matter of self-respect and thrift as well as needlework.
Ideals of good housewifery and dignified citizenship can be incorporated in the teaching given
in this section (p.425).

This statement reflects an attitude that the young girls need to be educated in the ‘house
wifely’ skills associated with the care of a home, husband and family.
4.2.3.6 Summary
Early historical records dealt with the colonial days and past events and the documents
provide the background to the later events. The pre-1950 writings provide a base for a
later study of the rural schools. Through their writing the authors reveal the challenges
of isolation and distance and the ways in which education was brought to the more
remote regions. By recording the voices of the children and teachers working in the
1950s and 1960s this study helps to make sense of the rural experiences, of isolation and
distance. As Clandinin and Connelly observe, narrative thinking ‘is a key form of
experience and a way of writing and thinking about it … for education is an experience’
(2000, p.18). The stories in this study represent the lived experiences of those involved,
relying on their memories of events.
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It does appear that the Department of Education has developed and changed since its
initial beginnings, but in 1950-60 it still remained a monolithic and centralized
organization. Partridge (1968) comments that ‘officials who are on the ‘inside’
[believed] they have all the information and experience necessary for the making of
correct decisions’ (p.218). Unfortunately they lacked an understanding of the isolation
and conditions encountered in the rural schools, the difficulties incurred by distance, the
culture and the limits of public transport, all factors that challenged children, parents and
teachers to use their own creativity to address the Tyranny of Distance.

4.3 Case Studies of Small Public Schools
In the urban areas pressures for educational change ‘created growth and stress,’ while in
the ‘bush’ the development of schools in isolated areas also took on a new meaning. The
birthrate following World War II rose as women returned to their accepted roles of
homemakers and mothers (Lake, 1992, p.156). The Women’s Weekly, a magazine for
women, encouraged women to return to the role of homemaker so that the returning
soldiers would again experience the role of ‘breadwinner’.

The government resumed further land for soldier settlements and the word technology
was introduced as part of the language. Parents in remote, isolated regions realised that
under the Education Act providing education for their children was also their
responsibility. However, the staffing of rural and remote schools, long distances, lack of
communication and inadequate transport were barriers not easily overcome (Jones,
1974, p.69). In these circumstances correspondence education appeared as a viable
option but there were also problems associated with such an approach.
The supervision of home education through correspondence could create family stress,
particularly when there was more than one child to be considered and each child was
performing at a different level. The mother, in the majority of circumstances, was the
supervisor but she lacked teaching experience and was also ‘responsible for all her
normal home duties and the smooth running of the home’ (Cunningham, 1931, p.50). In
addition, her education possibly was limited. Cunningham makes the comment that ‘a
parent or some member of the family must be able to read and write’ (p. 68) to enhance
the education experience of the children. At the secondary level Jones, in 1974, declares
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that a wide range of elective subjects cannot be provided in the small provisional centres
which similarly limit their educational experience (p.71).

Many children learnt by correspondence, but although the Blackfriars Correspondence
lessons were well organized, and contained constructive suggestions for the supervising
person, they did not replace the face-to-face presence of a trained teacher. The children
experienced the lack of social contact with other children of the same age, and homes
frequently did not have resources, such as books and library materials, to provide the
necessary additional educational stimulation (Cunningham, 1931, pp. 61,62). In many
isolated areas the departmental readers and school magazines were the child’s principal
reading matter.

Families on the isolated properties, farm workers, railway workers, shearers and farm
owners, were not always in a financial position to place their children in city boarding
schools or board them privately in the closest town. This was particularly so in
communities developing under the soldier settlement scheme. During the Second World
War and for some time after, teacher training and the construction of schools in the
country and isolated areas had been neglected.

Teacher training involved a two-year Teachers College course, and many of the male
students who elected for small-schools training in their second year of Teachers College
were destined for small schools. The 1950s was a period of teacher shortage, as well as
shortage of school buildings and of basic equipment. Since 1947 parents had been
pressing the government, under the Public Instructions Act, to provide improved
learning conditions for their children.

Most school centenary booklets contain the records and stories of early outback
education, of parent involvement and of the efforts of administrators and teachers to
bring education to the distant and isolated regions. These are ‘stories’ of schools told by
past teachers and students and they are proudly recorded in publications such as
Talkabout (the alumni journal of Wagga Wagga Teacher’s College) and in Mary
McPherson’s It Happened at School. The following stories are from such sources.
These are brief examples from the literature and serve as a context and a comparison for
narratives that are presented later in this study.
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4.3.1 Tuppal School
Tuppal School is presented as an example where the isolation and slow progress is
obvious. It was established in 1914, some distance from Deniliquin. But it was a school
in name only. It had originated at the Tuppal Homestead and was staffed by young
women who also acted in the secondary role of the homestead governesses and carers.
They were paid a minimal amount by the parents of the children attending. This was the
situation before the advent of correspondence education in 1916. In 1903 subsidized
schools could be established under certain circumstances. This is not mentioned in the
Tuppal memories (an assumption could be made that Tuppal lacked the required 9 or 10
children necessary to provide staffing as required for a Provisional School).

Forty-three years later, in 1957, the actual Tuppal Primary School was built. The NSW
Department of Education chose a local site and leased land from the owner for one
shilling per year. The school resulted from parental efforts and the need to cater for the
increasing number of young children in the area. A Parents and Citizens Association
was formed, and to organize the teacher’s accommodation they purchased a caravan.
The parents agreed to provide the teacher’s meals and the caravan was moved from one
farm to another following a roster system (100 years of Education in North Deniliquin,
pp. 86-87). Fourteen years later, in 1971, the school attendance decreased and the
school was closed. The few remaining children were bussed into the newly-opened
Deniliquin North School (p. 86).

4.3.2 Warragoon School

Under different circumstances the Warragoon School, East of Deniliquin, came into
being. The Federal Government after WWII resumed or acquired additional land under
the Soldier Settlement Act of 1917 and subsequent Acts. The land was subdivided into
smaller blocks, then leased or sold to returned servicemen. The scheme opened up large
tracts of land, giving returned men and their families the opportunity to commence a
farming life. New communities sprang up and along with them, a new generation of
farmers.
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A portion of G.B.S. Falkiner’s property, known as Warragoon, had been resumed and
ex-servicemen began settling on the land. However, within a short space of time there
arose the need for a school. The children of school age were receiving lessons from
Blackfriars Correspondence School. School buses did not exist, roads were poor, petrol
was still rationed and the closest centre with a school was eighteen miles away. The
‘settlers’ wanted their own staffed school and pressured the education minister and his
department.

An unused school building at Boorabanilly was transported to Warragoon and erected
on allocated school land, and in July 1955 the Warragoon School opened as a
provisional school with an enrolment of 11 students. The commitment of parents was
obvious. They fenced the area, planted trees for shade and tried to beautify the grounds.
They provided money for a refrigerator, fans and library books and by 1959, four years
later, they had raised sufficient money to build a school shelter shed. By 1960 the
student population had increased to 26 and additional accommodation became
necessary. A large schoolroom and two smaller ones, each with a verandah along one
side were constructed. A parent purchased the original, and the now-unwanted building
was transported to his property (Metcalf, not dated, p.78).

4.3.3 Woodbury School

This subsidised school was a single room built on Woodbury Station and financed by
the parents. In 1930 when the Blightly Soldier Settlement was opened up, the local
settlers became frustrated waiting for a school, so decided to build one themselves. The
site was about 18 miles from Deniliquin. It was built with voluntary labour and was
completed in 24 days. It became the Woodbury Provisional School, but later the name
was changed to Landsdale Provisional School. It was never a large school, with
attendances usually under 15 students, but in 1954 the numbers increased. In 1958 an
unused building at Tooleybuc was transported and set up near the old Woodbury (now
re-named Landsdale) Primary School. It was officially opened in 1959 with a ‘never to
be forgotten’ concert on the front verandah. The school closed in 1989 (Landsdale
Jubilee, in 100 years of Education in Deniliquin, pp. 68, 69).
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4.3.4 Boonanga

Dave recounts his teaching experiences in the Provisional School of Boonanga
(McPherson, 1997, p.171). On receiving his appointment to be effective from Term 2,
1952, the young teacher was excited – ‘My school at last’ – but at that date a school
building had not been erected. Property owners in the area had requested the
establishment of a small school and this was agreed to by the NSW Department of
Education. However to economise, and in their wisdom, it was decided to re-position
the small school at Bannockburn which had recently been closed. It was to be
transported from Bannockburn and situated in a corner of the Boonanga property where
three properties met. Unfortunately the transfer of the building did not occur until the
end of Term 2.

Not to be deterred the community arranged for the school to be ‘set up’ on the side
verandah of an old stockman’s cottage. It was not lined but had a wooden window and
door. These needed to be left open to allow for light and air. Desks and chairs were
brought over from the redundant Bannockburn School. There were 11 pupils but only 4
had ever been to school. The others had been taught by correspondence, but all were
excited at being able to ‘go to school’. At certain times of the year, such as shearing and
harvest times, when itinerant workers arrived, their families came with them and the
enrolment figures dramatically increased (McPherson, 1997, p.174).

The school building arrived at the end of Term 2. The school yard was fenced and two
carpenters came to establish the building. By Term 3 it was officially opened. The
children excitedly marched down the dusty track from the ‘old school’ in the converted
sleep-out, to the ‘new school, about one mile away:
the children were able to plant trees; a letter box was made, painted and put up; P. and C.
meetings were held in the school; a Christmas concert was held with parents and friends
attending; and the highlight of the year was an inter-schools sports carnival against North Star
Public School (McPherson, 1997, pp.170-174).

90

4.3.5 School Experiences

Figure 4.5: Going on a school picnic, 1924.

Going for a school picnic, Elimsdale 1924. The logging ‘transporter’ served the children from the
local farms and the timber-mill when going on a school outing. Any timber conveyed by the
‘transporter’ was eventually shipped down the river on a paddle steamer (100 Years of Education,
North Deniliquin, p.57).

Figure 4.6 Children at The Tuppal School, 1968
(100 Years of Education, North Deniliquin, p.87)
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4.3.6 Children and teachers in the 1950s and 1960s

The challenges encountered by children and teachers in the small rural schools can be
found in their various stories and writings. Pertinent material is edited in books by Mary
McPherson, Telling Tales out of School (1996) and It Happened at School (1997). As
the History Information Officer of the NSW Department of School Education Library
she had access to the many tales told by children and teachers. In her writings she
faithfully records the sources of her information as she deals with the human interests
and different aspects of school life. Her introduction dedicates her writings to ‘the people
from whom these stories are drawn’.

Other literary sources supporting small rural schools are also evident in the centenary
publications of various rural schools. 100 Years of Education in North Deniliquin is an
excellent example. Other publications that can be referenced include those compiled by
Ariah Park Central School’s Bush School, 1899-1999, Barellan Central School, 19111993, Combaning Siding School, 1911-1967, and Kirrawee Public School (opened in
1950). They illustrate the conditions, experiences and the humour of staff and students
that is recognized as a part of rural education in the mid-20th Century. The publication
of the Alumni of Wagga Wagga Teacher’s College, Talkabout, records the memories of
teachers in remote areas and a book of anecdotes and experiences, compiled by John
Riley, College and Teaching Memories, is a collection of the contributions by the
graduates of the Wagga Wagga Teacher’s College. These literary sources focus on rural
NSW Public Schools during the 1950s and 1960s and have been selected, as they were
relevant to the purpose of this study.

4.4.6 Life in the small school – Children have their memories

The many and varied stories of rural schools and the incidents recorded by teachers and
students were both humorous and thought provoking. The school buildings were basic
constructions, lacking the facilities that we anticipate today, but out of these buildings
came the stories that reflected the culture and rural life.

At Tuppal, one of the teachers was involved in a major car accident in which his back
was broken. For the next term, relief teachers were employed at the school. In one term
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the school received nine different relief teachers. Eventually a firm appointment was
made (100 Years of Education in North Deniliquin, p.86).

Judy describes a ‘near tragedy’ at the Warragoon School in the 1950s (100 Years of
Education at North Deniliquin, p.78). One of the boys went missing, and despite the
efforts of the teacher he could not be found. The parents were called out to search the
paddocks and surrounding areas and after about two hours he was discovered in the
school’s pit-style toilet, unable to climb out. His father assisted in removing him and
promptly took him home to a good hot bath.

Woodbury had its highlight in 1952 when an end-of-year concert was held on the new
school verandah, with lighting provided with the aid of candles and kerosene lamps.
‘What a performance,’ the audience declared. All was going well until a storm blew up,
lights were extinguished and parents, friends and performers were forced to seek refuge
within the school building. The next end-of-year concert was held in the school hall at
Mayrung. (100 Years of Education in North Deniliquin, p. 69).

In comparison with the earlier days of the 1950s and 1960s, the classrooms and the
teachers living and working conditions have been improved, and the store-rooms are
better stocked, but children seem to remain the same. We now live in a changing global
environment in which the economic circumstances of rural life are also changing, but as
the changes occur with expanding technology, the humour, challenges and experiences
of the past should not be forgotten. I believe that the smaller rural schools will, despite
the advances in technology, continue to challenge and colour the administrative
structure of the NSW Department of Education
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4.3.7 Student Stories

Figure 4.7

Kylie in Year 3 writes her version of the
Man from Snowy River. (From my Personal Collection)

Although not all experiences were pleasurable they usually seemed to have happy
endings. David tells the story of his brother’s mishap at Llanthony Primary School
(McPherson, 1997, p.181). He sets the scene by recording that one day at lunch time his
brother was loitering around the tank stand, and behind it, trying to scare the girls when
they went for a drink. He would throw crumpled paper at them – a comparatively
harmless activity – and the girls would scream and enter into the fun of the ‘game’ as
they ran away pretending to be frightened.

On this day as Murray leapt off the stand he felt something strange happening to his foot. He
looked down and his left little toe was missing and there was blood spurting out. He became
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alarmed and ran to show Mr Trotter (the teacher). Mr Trotter sat him on the edge of the
verandah with his toe aimed towards the lawn so that the pulsing blood would not stain the
floor. I could see that the toe was completely gone and beside the spurting blood there was a
small snapped bone sticking out of his foot. Mr Trotter poured disinfectant over the foot and
tightly bandaged it. He then closed the school for the rest of the day, sent us home and took
Murray to see a doctor. I was given a message to take home (McPherson, 1997, p.180).

After the evening milking the family went into town and found Murray in the hospital
sitting up and eating ice cream – apparently a rare luxury. The doctor was given
permission to ‘repair’ Murray’s toe. The next day the boys went looking for Murray’s
toe but could not find it – they assumed that the crows that frequented the garbage bins
had picked it up and taken it away. Murray was back at school in about two weeks.
Games on the tank stand were banned!

A type of ‘pit humour’ seemed to evolve around the toilets in the small schools. I quote
from Hilda and her memory of the Combaning Siding School (near Temora, NSW):

One of the boys threw Alisa S’s cardigan into the (deep pitted) toilet. The boys were all kept in
and not allowed home until the culprit ‘owned up’. End result:

(a) Alisa carried the crummy cardigan home on the end of a long stick, but never wore it again;
(b) The boy who owned up admitted many years later that ‘I didn’t do it. If I hadn’t taken the
blame we would all be still at school’.

I don’t know who had to lean over the hole of the wooden toilet and retrieve the cardigan. It
could not be reached by hand. It would have had to be a long stick with little twigs protruding to
serve as a hook. MY MIND BOGGLES!! (Maslin, (1993)).

4.3.8 Teacher stories

Snake stories are a common element in the history of rural areas. A teacher at Lochiel
Public School, near Eden, was credited with saving the life of one of the students. A
nine-year-old boy in the bush on his way home was bitten by a black snake. The boy
tied a ligature around his leg between the punctures and his heart and twisted it tight,
stopping circulation. He then proceeded to walk home, experiencing much discomfort
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and pain, and loosening the twitch occasionally to allow some circulation. When he
arrived home his mother did not know what to do, but his eleven-year-old cousin did.
Following the teacher’s instructions from a previous lesson, she scarified the wound
with a sharp knife and as it bled freely she loosened and tightened the ligature. When a
doctor was reached he assured the family that the boy would be alright and that he owed
his life to the teacher’s instructions and the young girl’s actions (McPherson, 1997, p.
108).

4.3.9 An Inspector’s story

In the isolated one-teacher schools in parts of the Riverina young teachers sometimes
felt that they were reasonably safe from surprise visits by the inspector. In one school
that will remain nameless, and for reasons unknown, a particular young man had
absented himself on more than one occasion. On returning to his school on the last
occasion he found a note pinned to the classroom door. It was signed by the District
Inspector:

I have called to visit you on three occasions, but without success. Where are you, Mr S. ?
(Riley, date not provided, p.150).

4.3.10 Childhood Memories of the classroom

The small school was essentially a one-room building situated ‘in the corner of a farm
paddock’ and the children’s principal mode of transport was by either bike or horse, or
they had to walk. The communities were, on the whole, receptive to the needs of the
school and helped financially where they could. Through the different school-based
publications the children revealed their school and home lives, their attitudes, the pranks
they played, the relationships they developed and the teachers they knew.

Hilda reflects on her memories of Combaning Siding School in the Temora district. She
recalls that Mr. Martin, the teacher had taught two generations of the one family, having
been the teacher for 29 years, a record time. Hilda’s two brothers and sister had also
attended the school, but they were much older and had left before she commenced at
seven years of age. She had a younger brother not yet old enough to attend school. The
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family lived on a farm called Pine Dale. It was about three miles from the school and
her mother drove her each day in a horse and sulky, picking up two of her young friends
on the way. She presents as a happy child, mischievous and able to ‘hold her own’ with
other children in her school. Her memories reflect her experiences with school peers and
her enjoyment of life. Her stories are related in her own words:

Ted was younger than me but I have never forgotten the day when I kissed him. The only
chance I ever got … !
When a tennis ball went into the gilgai, Clarrie took his socks and boots off and stretched out
knee-deep in the water. I just had to give him a gentle push and got going smartly but Clarrie
caught me getting through the fence. He caught me by the hair. I don’t know to this day why I
am not bald … !
I would get the cane for talking, or it could be for a ‘behind the blackboard job’ when I would
rub out what was written on the back of it (Maslin, p. 69).

Such children revealed their joy of life and a degree of boredom that was possibly due
to lack of motivation, as is reflected in ‘the blackboard job’. The patience and
perseverance of the teacher often was tested and occasionally the cane was used. There
are other stories originating from The Bush School but in this one the reader is left to
surmise the consequences of the incident:

David was an example of a farmer’s son who dogmatically would declare ‘Farmers do not need
brains so why should I go to school’. One day when Mr Martin turned his back David reached
up and turned the clock hands forward. He thought he was very smart, until the next morning,
because he forgot to put the time right before Mr Martin noticed (p.61).

The teacher at Combaning Siding was conscious of the children’s hygiene and insisted
upon a daily morning ‘hand inspection’. This was followed in cold mornings by the
activity of children running around the building each day to exercise and warm their
bodies before going into class.
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Iris, a young 6th Class student at Tibooburra Primary School, writes in detail of
experiencing a dust storm at the school. It is an intelligent and descriptive composition
and fully illustrates the difficulties and discomfort that the teacher, children and the
parents encountered in the course of their daily work. She does not show a fear of the
storm but helps to cheer up any frightened children. The teacher demonstrates his sense
of duty of care by looking after the children and organising their safe return to their
homes:

Waiting for a cool breeze to spring up one hot summer afternoon about half past three, we got
the breeze from the west, but it wasn’t the breeze we wanted. It was a dust storm and it was a
beauty, too. We could see nothing but clouds of dust. It was so thick it filled the tanks with dust,
damaged the gardens, spoilt the grass in the paddocks, and blew the roofs off some houses.

All the children were at school. The girls were having sewing, and the boys were having manual
work. The teacher had to light the lamp because it was too dark to see. Some of the children
were laughing and some were crying. We sang songs to cheer up.

With a torch to see by, one of the fathers started down to the school to see where the children
were. He fell over a large iron tank that had been blown down by the strong wind. He told us
after that it was no good having a torch because he could not see for the dust. If he opened his
eyes he would get them full of dust, so what was the use of a torch.

The teacher and another man had to take us home after it had all settled down … It gave the
people a fair amount of cleaning up. I can tell you that because all the children had to clean up
the school (100 Years of Education at North Deniliquin, p.27).

Children were not always enthusiastic at the prospect of a day in school, with ‘Reading,
Writing and Arithmetic’ and David Johns’ comments reflect their early morning
feelings:
Assemblies were usually dull affairs. We would dawdle to the quadrangle and arrange ourselves
in two wobbly lines, girls in the front line, boys at the back. We must have looked a motley
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crew with our bare feet shuffling in the gravel and our patched and sometimes grubby clothes

(McPherson, 1997, p.176).

However, not all children walked or rode a horse or bike to school. David’s daily
transport was varied and ‘different’, and illustrates the isolation factor faced by the
children, the pressure for them to attend school, their developed sense of responsibility
and the trust of the parents in their maturity. In 1953-55 he and his brother attended
Llanthony Primary School (McPherson, 1997, p.176). The school was situated on the
Hastings River across from their dairy and pig farm. It would take them about an hour
each day to get to school. From their home they would walk for about a mile until they
reached the river. A flat-bottomed boat was moored there and in this they would row
across. After they had tethered their boat they walked the remaining quarter mile to the
Oxley Highway. There the teacher would pick them up in his car, and take them the
remaining distance to school. In the afternoon the procedure was reversed (McPherson,
1997, p.176). The boys did not wear shoes at home or to school but admitted that
running across the frosty ground ‘sometimes did make our feet feel cold’ (McPherson,
1997, p.177).

4.3.11 Sporting events were always popular

Sporting activities varied depending on the number of children and the availability of a
suitable ground. Some schools were lucky to have a tennis court, as at Llanthony School
(McPherson, p.176), where it was possible for the boys to play cricket and football.
When the small schools were in close proximity to each other, combined competitions
could be arranged, as between Huntingdon and Llanthony (p.176).

Pleasant incidents did occur in other schools. For example, Maureen at Fingal Point
Public School in the late 1940s tells of the combined sports days held in Murwillumbah:
We would travel in by bus. It was a big deal, we would all practice hard for we competed
against all the other schools in the Tweed Shire (McPherson, 1997, p.167).
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She proudly declares that one year they took out every event and brought back the
trophies. Then, as a reward, the bus driver on the way back to the school stopped the bus
and went into the cane fields. ‘He brought back enough sugar cane for all the kids to
chew on the way home’ (McPherson, 1997, p.167).

4.3.12 To be a Teacher
It was the children each morning
Who told me of the weather,
Bushfires and flooded creeks –
How not to listen to the wind and the trees
When storms broke on the roof.

Each morning I waited
For the mail bus and news from home
Counting banana plantations
And mountains of bougainvillea
To pass away the time.
(Peter Skrzynecki, in McPherson, 1997, p.193).

The words and experiences of teachers recorded by McPherson and in the issues of
Talkabout are revealing. In the 1950s and 1960s few young teachers commencing their
chosen career possessed their own motor vehicle, so public transport, if it was available,
was the only alternative. The other challenge when they arrived at their destination was
obtaining satisfactory accommodation.

Barry Cohen declares that his memories of his first appointment ‘remain crystal clear’
(Talkabout, March 2007, p.10). In his home at Cootamundra he awaited the arrival of a
telegram that would appoint him to a school. When it arrived it succinctly stated,
‘Report 29th April. Ballimore Public School. Signed: Area Director.’
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As he had grown up in the country the idea of living and teaching in isolated areas did
not concern him. He caught the rail coach to Dubbo only to discover there was no rail or
bus link between Dubbo and Ballimore so he resorted to hitching a ride. When he
arrived and announced himself as the new assistant teacher he was met with a puzzled
expression and the comment:

‘That could be a problem, mate. We already have one – he started early this year!’

A call to the area office solved the problem – it was claimed to be a typographical error.
Barry had been appointed to Balladoran (not Ballimore) Primary School. There were
no rail or bus connections, and no easy way of getting out to Balladoran, so after
spending another night at the hotel he decided to hitch-hike. This time it was in the back
of a utility owned by a local wool and hides dealer.

Between Eumungerie and Gilgandra on the Newel Highway, a road branched to the right. At the
bottom of the hill a mile away I saw huge wheat silos, two houses and a dilapidated tin shed.
Beyond the village was scrubland (Talkabout, 2007, p.10).

Barry found that one house was the local post office and store. The nearby house was
the residence of the teacher-in-charge of the one-room school for the Aboriginal
settlement ‘across the creek’. He was warmly welcomed into the environment. His final
comment on his experience is interesting:

My time in the different schools had its share of good times as well as bad but no time was as
enjoyable as the first six years at Balladoran (Talkabout, 2007, p.11).

In 1952 Bill Bryan received a telegram that said ‘Report to Young Primary School on
Relief’. As he was basically a country boy the inspector decided he could be reappointed to Reid’s Flat. It was a small school about 50 miles from Cowra. He made
arrangements to travel on the mail truck. It was summer time and the road was dusty
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and corrugated and on the way the mailman related stories of Reid’s Flat. As they
entered the ‘town’ he was greeted by the following sight:

boys on horseback outfitted with knee-high riding boots, bandoliers of bullets across their chests
and 22 rifles in saddle holsters (Talkabout, March 2009, p.8).

Mrs Evans, who had accommodated the former teacher, firmly stated that she would
‘never take another after the last one’. However, her mother did help out. From her he
obtained board at the cost of three pounds and five shillings per week, paid in advance.

Knox Durrant in 1952 was appointed to Caldwell, some sixty miles from Deniliquin.
He left home at Harden at 5.30 a.m. by train to Narrandera. From there he caught the
rail motor to Finley and then the mail truck to Deniliquin. He stayed overnight at
Deniliquin in the local hotel and the next morning caught another mail truck to
Caldwell Provisional School. His final comment is ‘that the journey would now take
approximately five hours’ (Talkabout, November, 2008, p.10).

Women teachers were not usually expected to take up positions in rural schools, but
Dorothy found herself appointed to a three-teacher school at Tottenham, west of Parkes.
The train trundled slowly along. Occasionally the guard, engine driver and fireman
would stop to ‘boil the billy’ beside the tracks. At its destination the train was met by a
man driving a horse-drawn spring cart. He collected mail and parcels and indicated to
Dorothy to ‘climb on board’ (Riley, ed., College and Teaching Memories, p.64). She
earlier had forwarded a telegram to secure a room for the night at the local hotel, but
when she arrived was met by the comment, ‘But you’re not a man (the telegram was
simply signed Williams). You’re booked to share with a man for the last available bed.’

The landlady sounded angry and the noise in the bar stopped as the men in the bar
stared at the nineteen-year-old standing in the doorway with her travelling case nearby.
The landlady’s daughter came to the rescue and offered Dorothy her room for the night.
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She would sleep on the verandah (Riley, p. 64). The men in the bar went back to their
beer and talk.

The travel to and from school could also provide variety. Blake, in 1950, walked the
mile or so each day with the pupils from where he boarded. He then ‘progressed to a
second-hand push-bike’ and this was followed by a horse and sulky for himself and the
pupils. He found this had its interesting moments when the horse decided to ‘become
independent’ (Riley, p.62).

When the young teacher arrived to take up an appointment, he or she could find the
school building in poor condition and lacking the basic facilities and teaching
resources. Helen records the beginning of her teaching life at the small settlement of
Tarcutta. The Tarcutta primary school was located in the local hall as the school
building had been burnt down the previous year and had not as yet been replaced. In her
own words she tells of the experience:

I had 63 pupils consisting of Kindergarten, First and Second classes in the main part of the hall.
The teacher-in-charge and another teacher occupied the stage and supper rooms. There was a
total lack of equipment except for reading and writing books, pencils and plasticine, desks and a
blackboard. Each afternoon the furniture was stacked away for the hall was used for other
[community] purposes … Nine months later our new school arrived (Riley, 1997, p.64).

Brian P’s first appointment was some 80 km west of Goodooga. He was the ‘pioneer’
teacher with the duty of establishing a school without having a basic school building.
He describes the building as a ‘chicken shed’ with a corrugated iron roof. For some
months he did not have a blackboard or chalk, pens and paper, or any word from a
Departmental official. Critically he wrote:
… but there were students, 17 on the first day. Where would I put them? … but I was not about
to quit.

With due deference to the NSW Department of Education he continued:
I did not require ‘their’ presence for an honest accounting of my efforts (Riley, 1997, p.84).
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4.3.13 The Inspectoral process

All young teachers were officially inspected each year in their first three years of
teaching. It could be an uncertain, worrying and tense time for the teacher, for his or her
future career rested on the outcome, and not all inspectors appeared impartial. In June
1955, the issue of teacher assessment was brought forward by the Teachers Federation
for discussion and consideration by teachers. The conference claimed that there was
little or no check on the inspector’s relationship with teachers, their suitability for the
position and the degree of their experience in making assessments. The question arose ‘Who inspects the Inspectors?’ (Teacher’s Federation, Education, June 15, 1955). The
debate continued, claiming that the system was ‘Outmoded and Outworn’ (September,
1955) and through the following years until March 1961, when the Department of
Education introduced Regulation 381. It outlined the process for the Assessment and
Progression of Primary and Central Teachers (Education, March 1961, p.2).

Diversions in the small schools were often few and far between, so teachers did
appreciate such visitors as the ministers of religion and the school counsellor, but were
less enthusiastic when the local Inspector decided to ‘drop in’. Although his visits were
less frequent they were more threatening. In one North Coast school the Inspector’s
initials happened to be J.C. so naturally he became ‘J.C. Himself’ to the many local
teachers. However, they reluctantly admitted that on the odd occasion he could be
helpful (McPherson, 1997, p.184).

Peggy Macbeth remembers the days when she was a pupil at the Curriba School. She
would pedal the five miles to school on her push-bike carrying her lunch on her back in
a leather satchel. There were no such things as iced drinks, but a water-bag hung on the
verandah. When the school inspector came on a visit, the children all tried to be ‘very
good’ for they were told that his visits were ‘quite important’.

He came wearing a suit and tie and fired off questions about dates in social studies, spelling and
tables, while our teacher looked very worried. He usually let us go home at lunch time. We
wondered what happened in the afternoon (Talkabout, July, 2006, p.5).
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Robert Smith discovered that the communication lines between him and his inspector,
who was based in Deniliquin were limited when he received a letter asking for the
school phone number. Robert replied that there was no phone number as there was no
phone either at the school or in the settlement, but there was a phone across the river at
Barmah. He added:

I have not sent any returns in because I did not know that I had to and I could not find any forms
to fill in (Talkabout, November, 2006).

About a week later the inspector arrived with a collection of forms and instructions
regarding filling them in and then proceeded with a brief inspection of the class.

There was often some humour associated with the process of an inspection. In the late
1950s J.D. was undergoing an inspection of this G.A. (General Activity) class in the
Central School. It seemed to be progressing satisfactorily, although the inspector
appeared a little worried. Finally the question was asked, ‘Mr D., do you know that you
have two spelling mistakes on your blackboard?’ Mr D. was dismayed, for everything
had been going so well and he was feeling so confident. He stood back and surveyed the
board, then quite quickly looked at the inspector and replied:

‘Yes, sir, you are quite right but do you see how many words I have correct!’ (Riley, 1997,

p.146).

In a different school and at another time the inspector arrived without giving the
required prior notice. At his unannounced appearance the young female assistant
teacher exclaimed ‘Oh God, you’re here!’ He replied with humour, ‘I’ve been called
many things but never that – you really flatter me!’ (Riley, 1997, p.151).
A school inspection was also necessary to change the status of a school, for example,
from a Class 3 to a Class 4 .
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4.3.14 Elaine’s Stories

I have had my share of experiences too, but they were of a different nature. The Tumut
School Infants Department was comparatively new, and due to the land sloping away at
the back of the building it was placed on piles about eighteen inches high. This was an
‘out of bounds’ area for the children when playing. I was on playground duty one lunch
time when a little girl came running to me and said, ‘Miss, there’s a black snake under
the school!’ The word traveled like wild-fire and almost a hundred children went diving
like a tsunami under the school. No display of my authority could ‘stem the tide’.

However, I think that the children’s reactions must have been too much for the poor
snake for, if it had been there, it had slithered off to a safer region. Slowly, the children
all emerged from under the school and all was well. No snake bites! However, strong
words were said to all on the danger of their unthinking behaviour and the need to obey
their teacher. I never did see the snake (personal experience).

Australian rural men had a preoccupation with hunting and fishing. Every young man
learnt from his father or an adult male how to handle a rifle safely and where to set lines
or nets for fish. When the boys were old enough they would accompany their dads on
shooting expeditions. My story concerns the gift of a rifle.

When teaching at a school in Wagga Wagga, NSW, I had a delightful and bright class of
7-8-year-olds. Every morning to start the day we would have our news talks and each
child was expected to make a weekly contribution. One enthusiastic little boy, who will
remain nameless, was one morning proud to be introducing his news. He brought in
from the cloakroom a repeating rifle that he had just been given by his father. The rifle
did not represent fear to me for, as a country girl, I knew how to handle firearms, but I
was always cautions where guns were concerned. I quietly asked if I could hold it,
checked the breach and made sure that the boy had no bullets in his pockets or lunch
bag. Then, because of his obvious pride and joy, he was allowed to talk about his gift.
After this the class received a talk on the dangers of firearms, and school being no place
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for them. Such possessions were not unusual, for boys learnt at an early age to use
firearms, but I felt that he was a little too young.

The offending rifle was confiscated and placed in the principal’s office. The mother was
then contacted and asked to come and take possession of it. She was horrified for she
had no idea that her son had been taking the rifle to school. I wonder what the reaction
to such an incident would be now in the current cultural and political atmosphere and in
what way the teacher-in-charge would respond.

There are many teaching memories in the words of these teachers and students as they
reflected upon the joys as well as the challenges they brought. These anecdotes,
including my own, capture some of the joys and challenges of rural schooling for both
students and teachers. They set the scene of school life and the experiences that the
participants in this project have shared. For once the last word can be had by a teacher,
Mary Fletcher, who after many years of retirement recalled ‘so many fabulous
experiences’ related to school life (Talkabout, July 2009):
What it is to be a teacher! What more could anyone want!

This chapter has provided a ‘snapshot’ of rural education over the middle decades of the
20th Century and summarises some of the stories of the people involved, in particular
teachers and administrators, as well as some students. It also outlines the context in
which events took place. The current study is designed to complement this literature by
focusing on the experiences of parents, teachers and students in isolated rural areas in
the 1950s and 1960s.

In order to explore these perspectives, a narrative inquiry method is employed and it is
described in the next chapter.
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CHAPTER 5 - THE METHOD

5.1 Introduction
To describe the approaches to rural education of the 1950s and 1960s in NSW I felt a
need to investigate the impressions of students, teachers and parents. They had been the
people most affected by the education policies of the time. They lived and worked in the
rural environments so it was important that the focus was on their lived experiences.
Their awareness of rural life with its challenges and advantages could be seen as
‘dialectically intertwined’, for in their responses their voices recounted their ‘relational
view of the world’ (Akerlind, 2005, p.70). I reviewed the research literature that was
available, but felt that many of the writers and their assessments were not seeing the
‘grass roots’ picture. There was a need for clarity in developing a view of rural schools
and the culture in which they operated.

Basic research provides the foundation for further knowledge and relies on a clear and
systematic approach to a defined problem. In this study, the Tyranny of Distance, the
research is an attempt to describe and explain the phenomena associated with the
education of rural children and the social interaction encountered in the process of
education in rural communities. Howard and Sharp (1983) define research in the
following way:

Seeking through methodological processes to add to one’s own body of knowledge, and to that
of others, by the discovery of non-trivial facts and insights (p.6),

Bell (2006) claims that ‘research is conducted to solve problems and expand
knowledge’ (p.2) and William Wiersma (1969 p.9) describes research as ‘an activity or
process … [through which] … certain general characteristics define its nature’.

In this study these interpretations of research are viewed as consistent with many of the
techniques of narrative inquiry. Because of my personal experiences, as both a student
and a teacher, there was a danger of imposing my own assumptions and biases upon the
study. For it to be of value, the phenomenon had to be considered without preconceived
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ideas as far as possible. It was from the data that structure would emerge, a structure
that developed logically and was related to the different meanings of those whose
experiences I had drawn on. Akerlind (2005) makes the point that:
The categories of description constituted by the researcher to represent different ways of
experiencing a phenomenon are thus seen as representing a structured set … [as it is] … a way
of looking at collective human experience of phenomena holistically (p.72).

This research aimed at understanding how students, teachers and parents overcame the
tyranny of distance in relation to rural education. There was the choice of different
approaches, quantitative or qualitative, but a quantitative approach would restrict the
nature and aim of the research. To quote from Burns (1995):
Too often decisions are made … on important issues on the basis of expediency, preconception, personal ideology and bias, and not on the basis of true fact (p. 4).

Quantitative research has a scientific approach and as such, relies on theory, holistic
analysis and scientific control. Propositions that cannot be tested are not considered
scientific and so not within the realm of quantitative study. In the study of human beings
and their experiences, if scientific methods are employed, the findings may be
unreliable, for beliefs, feelings and behaviour cannot be assessed, or measured,
scientifically (Burns, 1995, p.8). The individual ‘voices’ of the participants would not
constitute reliable research data for they could not be scientifically assessed. Thus the
findings would not be accepted as valid interpretation of the phenomena. For example
Burns (1995) notes that:

in studying human behaviour beliefs, feelings, introspections and the like were not regarded as
valued phenomena that could be investigated within the ambit of a scientific study of behaviour
(p.7).

Qualitative research, on the other hand, involves a different philosophical approach. It
involves the knowledge and experience of individuals expressed by them to create
meanings and thus reveal an underlying social order and the ‘treatment of social
categories as themselves problematical’ (Keeves, 1987, p.80). Qualitative research
relies on human beings, on their ‘life-world’, and the assumptions that can arise from it.
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Through its techniques the interactions between individuals and the complexity of their
relationships between the family and the community or ‘their world’ can be understood.
Thus the ‘disputed values discussed in ordinary language’ (Keeves, 1987, p.9) by
qualitative research, challenge the techniques of research as applied on scientific
grounds to educational issues.

5.2 Choosing a methodology
Methodology is based upon a varied and ideological structure (Sarantakos, 1993, p.30).
Burns (1994) described research as a ‘systematic investigation to find answers to a
particular problem’ (p.2).

Research is a complex process. As The Tyranny of Distance aimed at exploring the
specific educational challenges faced by rural students and teachers in the 1950s and
1960s, it firstly needed to investigate the needs of the teachers and children in their
remote rural school settings. The ex-teachers and students had experienced distance and
isolation in a specific era, so it was necessary through an appropriate methodology to
capture their memories of their experiences. The methodology had to be appropriate to
research the challenges of life-style and the strategies employed to overcome distance
and isolation. By interviewing them and encouraging their recall of experiences there
emerged a greater depth of knowledge of the conditions that they encountered.

As my research aimed at an empirical study of people and was formulated within a
broader theoretical structure involving the interplay of phenomenology and narrative, a
qualitative approach appeared more appropriate:

the empirical study of the differing ways in which people experience, perceive, apprehend,
understand, or conceptualise various phenomena in, and aspects of, the world around them
(Marton 1977, p. 97).

Phenomenology was used to guide the qualitative research technique, as it encouraged
the experiences and actions of people involved in a lived experience. Through it, the
experiences and actions of the people could be studied. The technique looks at the
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experience from ‘multiple perspectives’ (Bowden, 2005, p.21), so that its impact on
those involved is understood.

5.3 Phenomenology as a Theoretical Framework
As a theoretical framework, phenomenology relies on the observations and the
experiences of people, not on pre-determined theory. It involves the study of
‘phenomena’, that is, how we experience occurrences or how they appear in our
experience. It deals with the relationships in ‘a world we experience, a world in which
we live … [and] … a world that is ours’ (Bowden, 2005, p.12). It focuses on the
relationship between the subject and the phenomenon.

Although there are variations of phenomenology, they all rely upon the experiences and
the understandings of individuals. For example, ethnography deals with peoples’
perceptions of ‘culturally shared everyday common-sense experiences. It is the study of
a group of people to describe their socio-cultural activities’ (Burns, 1994, p.245). It is
recognized as qualitative research and its purpose is to provide a detailed in-depth
description of everyday life as, for example, describing a specific culture.

Hermeneutic phenomenology is ‘an interpretative process’ based upon actual
experiences (Phenomenology Online: Glossary). It deals with memory as it aims at
‘studying and interpreting texts and other manifestations of cultures’ (Sarantakos, 1993,
p.434). The responses result from remembering and understanding events. Through
phenomenology, first-hand data can be gathered. It demonstrates the degree to which
the structure of the world is dependent upon perception of the people. As it gets down to
the essence of people’s experiences, reality can be seen through their eyes (Sarantakos,
1996, pp.47-48). The phenomenological approach expands awareness and brings about
a broader understanding of issues through the variations in people’s experience
(Akerlind, 2005).

In order to gather data about the participants’ experiences with isolated rural schools, I
needed to employ a method that allowed them to tell about their experiences. Therefore
I employed the method of narrative enquiry.
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The methodology relies on the stories that were gathered and on their analysis. The
process of narrative inquiry is firmly structured. It involves the compiling of texts
relative to the inquiry. Discussions on the data were to be followed by the questions of
how, what and why, and these questions were intended to add further clarity to the
‘voice’ of the narration. To quote from Clandinin and Connelly (2000):
Experience has a ‘wholeness’ and an integrity about it that is neither left in the field nor
on the pages of a field text but is alive at the end just as it is in the beginning … [and]
… the purpose of retelling, like retelling in any aspects of our lives, is to offer
possibilities for reliving, for new directions and new ways of doing things (p.189).

It is through their stories that the participants interpret their lives and experiences and
this then enables them to reflect upon human existence. The stories give meaning to
their lives as they review the experiences of their past. They do have a ‘voice’ in this
world that is theirs.

However there are limitations to its use. Atkinson (2005), states that ‘unfortunately
memory is often denigrated as suspect for beliefs about the past’ (p.42) thus the degree
of reliability is questioned. When only one researcher is involved, errors in judgement
can occur but the procedure can lead to recognising the similarities and differences in
the descriptions and responses of the participants. (However, with a second competent
researcher it is less difficult to have the statements debated and reconciled). In this
study, by making comparisons, cross-checking and following a specific structure it was
possible to reveal the outcome of a phenomenon. But, it was necessary to question any
differences in the memories related, or in the ways a phenomenon was experienced, or
to make judgements appropriate to their interpretations. The interpretations relied on
what participants had ‘voiced’ concerning a similar memory that would become the
collective context or ‘the pool of meaning’ (Marton, 1977, p.100). I cross-checked and
coded the transcriptions to indicate similarities and differences. Thus, I could show a
reasonable ‘degree of agreement’. The analysis was a qualitative discovery process.
Marton (1977) believes that agreement can be reached in two-thirds of cases.

112

A challenge noted by researchers undertaking narrative inquiry is the rate of progress in
considering each person’s narrations. The time required for interviews, to evaluate the
transcriptions, and then reach a valued consensus is considered a limiting feature. As
phenomenographic researchers frequently work independently, collecting and analysing
data, doubts can be thrown on the value of their findings. By way of a control,
quantitative researchers prefer statistical techniques for studying and analysing data,
claiming they can they make strong generalisations.

5.4 Narrative Inquiry as a method
This research focused on the experiences of the people living and working in rural
communities at a certain time. As the participants told of their experiences, they
recounted their impressions and emotions in their rural life-style. As their ‘stories’ or
‘narrations’ were related, the purpose and meaning of their lives could be interpreted.

I was confident that narrative inquiry could be effectively used to investigate the
educational challenges encountered by students and teachers in the remote areas in
NSW. Through a narrative inquiry method I would be able to learn from the ‘voices’
relating their experiences of the distant and isolated schools, their assessment of the
Department of Education’s policies and the centralised system applied in rural schools
at the time.

Blockmeier and Harre, in Narrative Identity (2001) state that from 1980, ‘the ‘story
form,’ both oral and written, constitutes a fundamental linguistic, psychological, cultural
and philosophical framework’ (p.40). Narrative inquiry can be considered as a branch of
phenomenology as it relies on the study of experiences (Marton, 1977). Narrative is the
closest we can get to experience (Clandinin & Connelly, 2000). Personal narratives are
a particular kind of narrative that rest on the accounts of personal experiences. Personal
narratives arise as the participant responds to the questions of the interviewer and tells
his or her ‘story’. The personal narratives can occur within the context of the interview
as the participant responds to the questions of the interviewer, and they tell his or her
‘story’. The story can be short or long but to be defined as a narrative it will involve a
connected sequence of events, thoughts or ‘happenings’ (Riessman, 2002, p.219).
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Through narrative inquiry the relationship between the person (experiencing) and the
phenomenon (happening) can be logically related (Akerlind, 2005).

Personal narratives have been referred to as a kind of ‘case centred research’ by Mishler
(1991) for the stories can also contain historical, social and political perspectives. When
gathering the stories on a particular topic from a number of people, commonalities and
points of convergence can be found, as well as differences in personal experiences.
During this study the participants’ responses were analysed to identify the factors that
emerged, as well as experiences that may or may not differ when comparisons of the
various stories were made.

Through narrative inquiry and individual ‘stories’ of education, oral history can be
produced (Richmond, 2002). Through discussions with ex-teachers and students, the
recalling of their experiences, the items written in ‘Talkabout’ and school
commemorative booklets, and the needs of small and fully-staffed schools, the
opportunities and challenges of the system can be identified and examined. (Appendix
14). This study represents a ‘storied’ journey reflecting rural school life and experiences
based on the memories of individual teachers and students as they engaged with the
NSW Department of Education’s efforts to provide rural education.

Narrative is different from, but connected with, other forms of qualitative research
(Denzin, 2005, p.654). It can involve, through interviews, people relating their
memories and experiences with the interviewer, then interpreting their stories. Different
approaches or styles can be applied to the personal interviews, for example, they can be
structured, unstructured or open-ended, and this may vary with each researcher.
However, the basis of narrative research relies on a structured conversation between the
interviewer and the interviewee, with the latter recalling incidents and events of the past
and the former translating and interpreting. It is a telling of experiences. Through
narratives, the human existence can be interpreted, for the stories ‘lived and told educate
the self and others’ (Clandinin & Connelly, 2000, p.xxvi).

A narrative approach, as described above, involves collaborative inquiry. It constitutes a
joint project between the researcher and the participant. Harlene Anderson (1999) notes
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that the collaborative approach allows people to ‘connect with each other … [and] … be
involved in constructing knowledge’ (p.66), for it is based on an attempt to achieve
mutual goals.

‘Stories’ do allow individuals to express their feelings about life and to make these
feelings apparent to others. Through relating their memories individuals are revealing
their lived experiences and, in this way, letting their ‘voice in society’ be heard. Coles
(in Clandinin & Connelly, 2000), believes that a narrative approach to research
illustrates that narrative is ‘life, learning and fiction’ (p.14), and Polkinghorne states that
‘people are increasingly turning to practitioners in the social sciences’ as they make
narratives the basis of their work (Clandinin & Connelly, 2000, p.15). Narrative inquiry
is about the phenomenon, but there are limitations. The zealous or inexperienced
researcher must accept the responsibility to listen carefully and be aware that negative
‘vibes’ or pre-conceived ideas can influence interpretations of the narrative.

However, narrative inquiry can be seen in different forms involving different
approaches and voices. Schwandt (2007) makes the following statement in this regard:

Narrative Inquiry is the interdisciplinary study of the activities involved in generating and
analysing storied life experiences, (for example life histories, narrative interviews, journals,
diaries, memoirs, autobiographies, and biographies) (p.204).

Through narrative inquiry the formation of groups of people within a community, and
the interactions within the groups, can be researched. For example, in the case of
education the connections between the teacher, children and parents can be studied for
they are all intertwined. Similarly, the interaction between adults in a rural community
and the development of culture can be considered. In some communities a history of a
region has been compiled, for example, Wagga Wagga by Sherry Morris (1999). Thus,
in the present study, knowledge was gained from the text and the voices of the different
people interviewed.

An autobiography is a writing about life, and it represents a ‘particular reconstruction of
an individual’s narrative’ (Clandinin & Connelly, 2000, p.101). The autobiography (and
a biography) tells a story in which the person named is the central character. If the
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purpose behind the story is clearly established the writings can be considered valid.
Documents, another source of information, are thought of as official material but until
the purpose for any document is known the researcher needs to proceed carefully. It
must be justified. The researcher must be aware that ‘not any form will do for any
particular inquiry’ (Clandinin & Connelly, 2000, p. 154).

I wanted this study of rural schooling to reveal the conditions that actually existed in the
education of children in the rural schools and the circumstances faced by teachers in
their efforts to educate in the rural schools. I wanted the responsibility of the
Department of Education to be recognized. I believed that the analysis would rely upon
the structured interviews with the students and teachers and the memories they held of
their early experiences. I anticipated through a careful analysis of the transcripts that it
would be possible to focus on the differences and similarities of the educational
practices in the 1950s and 1960s. The research would reveal the efforts of teachers,
students and the community in meeting the challenge of distance and isolation. So I
decided on a phenomenological approach but, as explained by Bowden (2005),
phenomenology as such was not being discussed, but rather, the relationships existing
between the subjects (the participants) and the phenomenon (situation). Through the
technique of narrative inquiry it would be possible for me to reconstruct a picture of
rural schooling, teachers, students and the community.

5.5 Why study small schools?
This study evolved from my interest in primary and secondary education in the remote
and isolated areas of NSW. My life as both a student and a teacher and my continuous
and on-going ‘journey’ in education included experiences ranging from the Blackfriars
Correspondence system, to rural schools, to the Teachers College and to fully-staffed
city schools.

In rural schools teachers and their pupils needed energy and effort to address, on a daily
basis, the challenges of distance education. Rural schools range from one-teacher
settings with a handful of students, to primary schools requiring a full complement of
staff, and with a range of medium-sized schools in between. Each school is unique in its
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own way despite attempts to treat them in the same manner as other schools by the
NSW Department of Education. Rural schools continue to stand as an important feature
of country life, involving not only students and teachers but also parents and the wider
community.

Deirdre Young and Darrell Fisher (1996) observe that:

many education researchers, legislators, and the general public believe that students in smaller
schools and rural schools receive an education that is inferior to that of students from larger
urban or suburban schools (p.1).

This assumption can be contested on the recollections of teachers and students. In
examining it I documented the experiences of students and teachers, and discussed with
them their memories regarding the role that rural schools played in meeting the needs of
the primary school children. However, it was necessary also to review the earlier
literature on education and the basis of our centralized education system to provide a
context for discussing their experiences.

As I considered an approach to the study I was concerned with drawing on the
observations and experiences of people who had been personally involved within rural
schools. The decision challenged me for I wanted to select a research methodology that
would reveal the thoughts and experiences of people who had been actively involved in
small school and rural education and who could ‘show a relational view of the world’
(Bowden, 2005, p.11). I did not want to rely on recorded accounts, but I did want
reliable background material to give the study a perspective. Keeves (1987) believed
that scholastic studies of Australian education were based upon findings in other
countries and not upon Australian conditions. He prefaced his Review of Research in
Australian Education with the following words:

For the first fifty years … from the 1980s … research and studies into educational problems
were largely derivative, based mainly on developments in Britain, the United States and
Germany, where Australian scholars went for training in research and its methods (p.ix).
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In such studies as this, data collected through individual interviews and based on the
observations and experiences of the people is preferable to relying only upon theoretical
material. Morton (1977) defines phenomenography as:

the empirical study of the different ways in which people experience, perceive, apprehend, or
conceptualise various phenomena in, and aspects of, the world around them (p.97).

This is relevant to my study as I see The Tyranny of Distance as an empirical study that
identifies the challenges of distance and isolation while considering the literature. As
the interviews revealed the participants’ stories, they were recorded, considered and
discussed from the perspective of the participants’ memories.

In the research, I drew on the memories of the participants as they recalled the
experiences they had encountered in the schools of the 1950s and 1960s. As they
reflected upon these stories they revealed the varying aspects of their lives in the rural
schools and in the surrounding communities. Their personal stories also showed the
particular influences that historical, social and political perspectives had had upon their
interpretation of the world around them. The convergence or commonalities and the
elements of difference became obvious. It was through ‘talk, text, interaction and
interpretation’ (Riessman, 2002, p.221) that an analysis of the material gathered was
made.

To interpret the stories of students and teachers via narrative inquiry there was a need to
establish a logical structure. This involved the use of field texts, interim texts and
research texts. I worked with the participants on the field text, and depended upon the
words of participants in the narratives to be told. ‘In the field we are in the middle of a
nested set of stories – ours and theirs’ (Clandinin & Connelly, 2000, p.63).

‘The story metaphor emphasizes that we create order … [and] construct texts in particular
contexts … [It] implies that we provide an objective description of forces in the world, and we
position ourselves outside to do it’ (Riessman, 1993, p. 1).
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5.6 Research Design.
5.6.1 The Texts

Field texts recorded the basic information drawn from the interviews and transposed by
the researcher. Field texts can vary in type, but in this study the interest is centred on the
students and teachers, their memories and experiences in rural schools. The texts
depended upon the stories of the participants. The field texts were collated from the
taped recordings and notations on teachers and students, and transcribed by the
researcher. Later, following reviews, additional information was added to the
participants’ responses to the ‘structured set of questions’ (Clandinin & Connelly, 2000,
p.111), and written stories recorded.

Participants liked to discuss points in the questions relating to their own experiences.
Through these discussions they tended to remember additional incidents in their lives.
Meaning was constructed through analysis and interpretation of the stories told. As the
study progressed, issues and uncertainties arose which needed clarification. To deal
with these it was necessary to have further contact with the participants to ensure that
the threads within their stories were clear and accurate (Clandinin & Connelly, 2000,
p.71). The researcher was aware that many layered narratives could intrude into the
‘three dimensional space that was the inquiry field’ (Clandinin & Connelly, 2000, p.70).
Documentary evidence relevant to the NSW Department of Education added to the
meaning and social significance of the field texts, and further aided the compiling of the
interim and later research texts, but this was not allowed to stand alone.

Interim texts were the transcriptions of the narratives. From these, the participant’s
stories were further analysed to become the basis for future discussions. The researcher
asked herself the following questions: How does this statement fit within the threads of
the story? How important is the interim text – will it be of relevance to the structure and
development of the final report? Does it add value to the narrative?

The interim text influenced the inquiry process creating tension within the structure. On
the other hand it was a way of developing or clarifying an account of a specific event
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within the story, or helping in ‘facilitating ongoing conversation with the participants’
(Clandinin & Connelly, 2000, p.133).

With tensions occurring, it was necessary to think about and compose interim texts as a
bridge for interpreting the field texts and moving on to the research texts. These interim
texts took on a specific form as the aims of the study were considered. After both
teachers and students had recounted their educational experiences, the interim texts
became an influence on the research. ‘Interim texts … [can be] … written at different
times in the inquiry process and for different purposes, and they also take on different
forms’ (Clandinin & Connelly, 2000, p134).

The research texts were the culmination of the field and interim texts. As material was
considered, the tensions arose. It was necessary for the researcher to maintain the
‘voice’ and ‘signature’ of the participants in the narratives. The past had to be
considered in line with the present and possible future, and a text composed that looked
‘backwards and forwards, outwards and inwards, situates the experiences and creates a
tension’ (Clandinin & Connelly, 2000, pp. 139-140). As the narrative texts were
interpreted and analysed the more complex items were reduced to a simpler form. As
progress was made, the field texts and interim texts then became the basis for the final
research text. The process is illustrated in figure 5.1.
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Research
Text

Written report

Analysing and
Questioning

Interim
Text

Telling
Listening
Questioning
Discussing

Field
Text

Diagram of Process
Figure 5.1

The three major steps in the narrative inquiry commenced with discussions in the initial field
texts, proceeded through the middle ground of analyzing and questioning, and culminated with
the final written report that was the research text. The double-headed arrows indicate the
iterative nature of the process.

5.7 Participants
Ten teachers and four students who lived in rural communities in NSW and who were
part of the 1950s to 60s school system were participants in the research. In addition, two
parents who were also sewing teachers took part in the study. These volunteers offered
to help in response to requests for information and their stories.

Initially the Alumni Association of Wagga Wagga Teacher’s College was approached
through Bob Collard, president of the organization. Lindsey Budd, treasurer, outlined
the study in one of the six-monthly instalments of the Alumni newsletter ‘Talkabout’.
Members of the Kiama and Regional Historical Society also volunteered. With help
from these people it was possible to publicise the study and call for volunteers.
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5.8 Teacher Participants
Teachers

Approximate

Age at period

Years of teaching

Subsequent

Current Age

referred to in

experience prior

work experience

data

to appointment

Bob C

78

20 years

Dorothy

68

20 years

Ken L

80

19 years

Remained in

Brian

61

20 years

Educational

Lew

79

20 years

College training - roles

Malcolm

78

20 years

all were 2-year - no subsequent

Mick

76

20 years

trained

Alan

67

20 years

Dave

74

20 years

Gregory

65

20 years

work.

Table 5.1
This table shows the approximate ages of the ex-teacher participants willing to take part at the
time of the study. First names are used with permission of the participants. The teachers’ age
range was between 19 and 24 years when they were first appointed to these schools.

As the information about the project spread, contact with others, both past teachers and
students, became possible. In all, sixteen participants were involved in this project,
eleven of whom, including the researcher herself, had been teachers in rural schools,
and four who were students. Two women were parents and sewing teachers in high
schools and both were committed to their rural communities.
5.9 Students and parent participants
Table 5.2 is a summary of the data supplied by the ex-student participants. The students
varied in their responses. Those from central schools appear to have had greater
opportunities for successful schooling. Mrs Webster had earlier been a student at the
Fernthorpe Primary School and later became a sewing teacher. Mrs Marks attended a
small school, as did her children.
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Student
Name

Approximate
Current Age

Age in years on
entering
school

Subsequent formal Subsequent
educational
work experience
qualifications

Bob I

80

6

Degree through

Engineer

technical college

Heather

55

5

Entry to Sydney

Primary teacher

University 1961

Elsie

Sue E

74

55

5

4+

High School,

Married – living

Year 8

on farm

Catholic High

Primary Teacher

School, Leaving
Certificate
Sewing teachers
parents

*Mrs Marks

91

5

High School

Married to
Retired Teacher

*Mrs Webster

70+

5

High School

Married – living
on farm

Table 5.2
Participating Parents.
The interviews were conducted by telephone, with some participants providing additional
written accounts of their experiences. Material from each participant was transcribed into a
written account and details were checked with them, again either by telephone or in writing, for
example, ‘is this the way it was?’ In this way, the accuracy of the accounts of their experiences
was open to scrutiny and, in turn, the researcher could check understandings and ask further
questions as necessary. This preliminary data provided the basis for analysis.
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The interview schedule was designed to elicit as much information as possible about the
experiences of students and teachers as they engaged in the teaching and learning
experiences. In addition, information relating to the operation of schools, their place in
the community and the relationships between teachers and students, teachers and
parents, students and students, as well as teachers and their colleagues, was also
gathered. This data was a product of both the responses to questions and the memories
of incidents and illustrated various aspects of life in a rural school setting.

Each interview was from a half to one hour in length. Informed consent was obtained
from all participants prior to their involvement in the study, with each agreeing to have
their interviews recorded. The tape recordings were then transcribed and summarised.
This information constituted the basis for the field texts (Clandinin & Connelly, 2000)
and as the data were analysed its relevance to the research texts could be considered.

The interviews engaged in were conversational rather than highly structured,
encouraging an openness and fluidity to the narratives. The interviewer’s own
awareness of country life and education encouraged confidence and a sharing of
experiences. The interviews became a process in which the interviewer was a part of the
fabric of the story linking the various participants and strands together.

Initial contact was made with the interviewees and the purpose of the study explained.
An information package was forwarded to the interested persons. This contained the
University of Wollongong’s Consent Form and the Participants Information Sheet,
detailing ethical responsibilities and the rights of participants. A follow-up interview
was held seeking their memories of their primary education experience. A transcript of
the individual field texts was forwarded to each participant for approval. In some cases
a further interview was necessary to eliminate any lack of clarity occurring in the
transcription.
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5.10 Process

Step 1
Contacting participants
Explaining project and
ethical material
Arranging an interview time

Step 2
Questions and discussions of
topic

Step 3

Follow-up to earlier discussions
and confirming any matters of
doubt

Figure 5.2
Figure 5.2 shows the narrative inquiry process followed from the first step of contacting
the participants and explaining the purpose of the study. On gaining their interest and
willingness to participate, the interviewer then moved systematically through Steps 2
and 3 and a confirmation of responses.
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The time line for the teacher interviews is outlined in table 5.3:
Date

Who

How

Time

January, 2008

Malcolm

Phone

¾ hour, ¼ hour

February, 2008,

Ken

Phone

¾ hour, ½ hour

February, 2008

* Lew

Phone

2 x ½ hour

April, 2008

Dorothy

Phone

2 x 1 hour

April, 2008

* Bob

Phone

2 x ½ hour,

July, 2008

* Mick

Phone

2 x ½ hour, ¾ hour

August, 2008

Brian

Personal

1 hour, ½ hour

February, 2009

Alan

Phone

¾ hour

September, 2009

Gregory

Personal

1 hour

October, 2009

Dave

Personal

1 hour

Table 5.3 Time line for teacher interviews
The length of each teacher interview varied. The three teachers indicated with an asterisk (*)
elected to provide additional written statements as they found it too tiring sitting at the phone,
and believed that they could provide more detailed information with time to ‘think back’ over
the past.

In all interviews, bar one, there were follow-up discussions to clarify certain statements.
An audio-recording of the participants’ responses was kept. The recordings and written
accounts were studied closely and then the material was transcribed. Any irrelevancies
or asides were noted and followed-up in a later interview. The material was colourcoded to accentuate the similarities in the different transcriptions. Differences in the
material remained un-coded and were easily recognized.

The time line for the parent interviews was as follows in table 5.4:
Date

Who

How

Time

March, 2008

Bob I

Phone

¾ hour

February, 2008

Elsie

Phone

1 hour

March, 2008

Heather

Phone

½ hour, 1 hour

December, 2007

Sue

Phone

½ hour, ½ hour

February, 2008

Mrs Webster

Phone

½ hour, 1 hour

April, 2008

Mrs Marks

Phone

¾ hour

Table 5.4 Date and time of interviews with parents
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After the initial contacts were made and description of the project was presented, the
participants willingly contributed. Sue, secretary of the Kiama Family History Centre,
publicised the study and provided the names of people willing to be interviewed. She also
provided a written report on her own school days. Each participant was provided with a copy of
interview questions and discussion points.

The details of interviews were maintained through the following records:
a) a journal summary of each interview;
b) a tape recording, transcription and summary of the taped discussion, or alternatively
a written story detailing memories;
c) a record of the time and place of each meeting, and the content of each phone call;
and
d) any subsequent discussions of a transcription confirming the understanding of the
stories as told by the participant to the researcher.

It was anticipated that interviews with teachers and students would indicate the
individual’s educational development and the extent of social contacts, while accepting
any cultural limitations imposed by the distance and isolation.

5.11 Record-keeping
The interviews were taped and brief notes taken to support or clarify specific points in
them. From the taped recordings and notes the interviews were transcribed. When brief
summaries were made of the transcriptions, the points of commonality between
different transcripts were noted. These were coded for future reference. The length and
number of the phone interviews varied between a half hour and one hour.

Participants were aware of the purpose of the research and questions to be asked.
Previous data had been included in ‘Talkabout’ and in the History Society newsletter to
members. When requested, efforts were made to protect the identity of the participants
by use only of the Christian name or a name of their own choosing.

127

Three participants requested they record their memories on paper, one stating that he
was unwell and was unable to sit at the phone for any great length of time, the other two
wanting time to think back over the past. A common question was ‘Where do I start?’
Relevant material was also available from ‘Talkabout’ and from the centenary
publications from rural schools. All relevant material was carefully filed in the
researcher’s study.

5.12 Analysis
Between the field text and the research text there are analytical considerations in
exploring the ‘phenomena of experience’ in the ‘stories’ (Clandinin & Connelly, 2000,
p.128). The transcriptions of the narrations required reading and re-reading as the focus
moved away from the narrators to the construction of the text. As the boundaries of the
inquiry moved, the researcher’s life also became included as part of the study.

Various documents relative to the study became available as the interviews progressed,
and the time came to commence coding the narrative inquiry material with a view to
formulating the field texts. This meant questioning and bringing together similarities
and differences. For example, Bob I. commenced correspondence lessons, but when he
did attend a small school, claimed that the teacher ‘was a shocker’. It was common in
small schools for the student on completing the primary years, to receive high school
Year 7 lessons by correspondence. Not all students adjusted happily to the change from
teacher-centred instructions to written directions and comments. However there were
other claims: Sue described her teacher as ‘my only teacher and he was good’ and
Heather stated that her principal was ‘an excellent teacher but strict.’

In cases such as these there were complexities when attempting to move from field text
to research text, so it was necessary to consider any conflicting issues. There was the
place (school) and its management, the personality of the people involved and the
context in which they saw themselves, the tensions around them and their attitude to the
inquiry (Clandinin & Connelly, 2000). The narrative threads and the theme were similar
but the interpretations and tensions could be queried.
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In moving from the field text to interim text to the research text, the focus was on the
participant’s experiences and the re-reading of the transcripts. The researcher believed
that it was necessary to move away from the people in order to adopt a more analytical
approach, but the ‘object of the study and the focus of the research were never
completely separate’ (Bowden, 2005, p.28).

Analysis of the text was also conducted within the context of information drawn from
historical and commemorative literature. The literature compiled by writers such as
Turney, 1972 and 1983, and Cole, 1937 record the historical sequence of education in
NSW, the political involvement and the slow rate of progress made in establishing the
standard education system for children in the distant and isolated rural schools. Later
literature, as compiled by McPherson, 1997, and Riley, 1997, in ‘Talkabout’ and in
school commemorative works, records the memories of teachers and children. It deals
with the problems at the ‘grass roots’ level, that is, the actual problems individually
encountered in the classroom in the establishing of rural schools.

5.13 Summary
The project was approached through the theoretical framework of phenomenology that
guided a narrative inquiry approach. It relied upon the memories and experiences of
teachers, students and parents who had been involved with education in the small
remote schools and the Blackfriars Correspondence School. They were a part of the
established culture in the rural regions. It was through their experiences and the cultural
conditions of distance and isolation that it was possible to explore their environment and
the way of life in their schools. The memories provided a rich account of the conditions
of teaching and learning in the small schools in the rural regions.

The next chapter reports on the student stories as recalled by the participants.
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CHAPTER 6 - STUDENT STORIES

6.1 Student Stories – from subjects of the study
The ex-students participating in this research were all senior members of their rural
communities; the teachers interviewed were retired and living in different regions in
NSW. They had all experienced the NSW education system and the ways in which
education was organized in the rural and remote areas. Distance from major centres
made access to educational facilities and cultural experiences extremely difficult: figure
6.1 provides an image of the ways in which the problem of access was resolved for at
least some children. Turney (1980) comments that, ‘The provision of satisfactory
education for children living in sparsely-settled and remote areas has long been a
serious problem’ (p.3).

Figure 6.1 - School’s out!
Many children attending small schools rode their ponies or bikes to school. The ponies were
quiet and reliable and would be unsaddled and left to graze during the school hours in the
adjoining school paddock. These children from the Carrington Park Primary School (1935) are
about to return home.

Before commencing the project printed information was forwarded, including a consent
form, to each of the participants. Several telephone interviews were held, with the initial
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one clarifying the aims of the study. Question and discussion routines then followed and
were taped. This approach allowed the researcher, when transcribing the tapes, to
examine the responses carefully and to follow up, if necessary with further questions for
clarification. At all times the participants were cooperative and interested. The first
questions of the ex-students concerned the memories of their early days at school and of
its situation. This was followed with their impressions of their teachers, what their
classes were like, the kinds of lessons they received and if they were happy in their class
and in the school. Given a little time these ex-students recalled the early stages of their
lives. Although they were educated in different regions in NSW and in different
schools, the Curriculum for Primary Schools (1952) was a regulating element that
determined the content of the subject matter for all students, whether rural or urban.

The researcher soon abandoned the concept of a question-and-answer approach as the
participants became familiar with the aims of the study and realized that they had
‘stories’ to tell. Two of the women, Jean and Elsie, grew up and still live in Western
NSW, out from Rand. The others, Sue and Heather, now live on the NSW South Coast,
and after their school days trained for professional careers. Bob experienced in his youth
correspondence lessons supervised by his mother, then the small school of Climstone
near Yenda and, finally, a fully-staffed school at Port Kembla. He went on to gain
engineering qualifications at the local technical college after leaving high school. Table
6.1 presents a summary of the details provided by these participants.
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Table 6.1 - The Voices of Students, 1950-1960

1. School
placement
2. Transport

3. Building
4. Facilities

Sue

Heather

Near road and

Central school

a creek

Elaine

Elsie

Mrs Webster

Mrs Marks

Small school

Small school

Small school

Bike

Walk and horse

Bike and walk

Small school

Small school

Small school

2. Small school

One room

One room

One room
Limited

Correspondence 1 Correspondence
School

2 Small school

Walk

Bus

Nil

Small school

Old stone

Room in home 1. Home

15-20 children

building

Limited

Limited

Nil

Limited

Limited

Limited

Helpful

Helpful

Isolated

1. Mostly farmers.

Farmers helpful

Good P. and C. – Good P. and C.

2 No P. and C.

No P. and C.

Helpful

5. Community
6. Discipline

Bob I.

No smacking

Boys caned

No problems

Bike

1. No problems

st

1 teacher good

No problems

No problems

Enjoyed sewing

Lessons from

Lessons from

and painting

Curriculum

Curriculum

No problems

No problems

nd

or bullying

2. Small school - 2 teacher poor
teacher a shocker

Formal and drill

Formal and drill

From leaflets

Don’t remember

7. Lesson styles

8. Attitude to
teachers

Liked them and

Happy and good Correspondence

helpful

teachers

Most were O.K.; Liked being

teachers always one was not

helped. Some

encouraging

were not good
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9. Sports

10. Curriculum

Weekly dancing

Little space for

in the hall

girls’ sport

days

Not very

No space – all

Cricket

Cricket

interested

bush.

Tunnel Ball

Football (A.F.L.)

Don’t know

Curriculum used

Curriculum

for sewing

referenced for

program

sewing lessons

Don’t

Don’t know

As detailed in

Have no

remember

about it

leaflets

knowledge

Don’t think we Cocoa and hot
11. Special

Nil

had any

Trips into town

Don’t remember

Don’t remember

chocolate days

Sports at Wattle
Hill

Athletics

Table 6.1
This table illustrates in a condensed form the ex-students’ impressions of their early school lives. The schools were all small rural schools with one exception Heather attended the Springwood Central School. This school drew children from the rural centres of Linden, Faulconbridge, Valley Heights and Blaxland.
The Department of Education attempted to consolidate the smaller schools into one larger central school with buses conveying the children to the central
school at Springwood. However all students recognized the shortage of teaching facilities in their small schools but generally appeared happy with their
schools and teachers. The two sewing teachers were also educated in small schools and returned as teachers.
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6.1.1 Introducing the Students

Sue commenced her education in the small one-teacher school at McCulleys Gap. She
started school ‘early’, that was, before she was five years of age, to help the area retain
its school numbers and not be forced to close. There were only eight or nine children
enrolled at the school. She describes her first school as:

near a little creek with a tin hall across the road. We often used the hall. The hall was central to
the area. There were dances in the hall and it was also used by the school.

Sue’s school was about two-and-a-half miles from her home and she walked to and
from it each day. Sometimes she shared a ride on a horse with another child. Some of
the children rode horses to school and left them in the school paddock. Near the school
cattle grazed in a paddock and escaped onto the road but she was frightened when she
had to go past them. Sometimes her grandfather would come to collect her from school.

When she was in third class the family moved into the nearby town and she was
enrolled at the Catholic school. She found adjustment to the school routines and the
strict formality difficult. She gained her Leaving Certificate at this school and went on
to the Newcastle Teachers College and a successful career in teaching. Sue recalls:

My first school was very enjoyable – I had success. There was no discrimination – no difference
between the bright children and the slower ones. The boys and girls played together. The two
schools were so different.

She is now retired and lives on the NSW South Coast.

‘The pepper-trees and the small school in the corner of a farm paddock’ are
remembered by Elsie. Her father managed one of the local wool-growing properties.
This was a protected industry during WWII and although her father wanted to join the
army he was in a protected industry and could not leave. She enjoyed her early years at
the small school but after the war the family moved. There she attended another small
school. She found the change of schools upsetting and claimed that she was happy at
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her first school where all the children played together and everyone knew everyone else.
When she reached Year 7 she commenced correspondence lessons and was supervised
by the teacher in the small school.

She agrees that when this teacher was transferred his replacement genuinely tried to
help her. She liked him ‘for he tried to help me’. She wanted to learn to type so to
encourage her he lent her a school typewriter to practise on at home during weekends.
She would carry it home on the handlebars of her push-bike and return it on Monday
mornings. When her mother became very ill following an operation, she stayed home,
looked after her mother and attended to the general household duties. Of the other
children in her rural community she comments:

We had a large family at school. Their father was tough on them. They did not wear shoes to
school even in winter when walking across frosty paddocks. They had short pants but were
always clean. Before school they would get up to milk the cows and do the separating. These
were hard times.

Eventually Elsie married a local farmer and settled into rural life with her family.

Heather had attended a pre-school, going by bus to and from Hazelbrook from her home
each day until she commenced primary school at Springwood in 1950. Heather
remembers her mother placing her on the bus going from Linden to Hazelbrook, and
watching the back of the bus driver’s head during the journey. A pre-school teacher
would meet her at the end of the journey. She appears to have been a confident little
girl. The primary school at Springwood had children enrolled from the regions of
Linden, Faulconbridge, Valley Heights and even Blaxland.

This was the result of a departmental move to consolidate the smaller regional schools
in a larger centre, if appropriate transport was available. The parents and teachers
questioned the tiring and ‘de-motivational’ effect that travelling could have on their
young children over a length of time (Education Commission 1984, p.2). Although
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Heather attended one of the central schools the regular travelling did not seem to
concern or disadvantage her.

The original school at Springwood was an old stone building with many demountables
and close to the railway station. But a new school was planned some distance away,
much to the joy of the local people. Heather was in Year 3 when it opened and was
delighted to learn that a multi-purpose library was included in the school. In the new
school her cultural boundaries were expanded:

In the new school we had more space – we could play games like Vigoro, Tunnel Ball and Net
Ball. We had cricket equipment and the boys played football. Boys and girls played different
sports. We did not have a vaulting horse but there was one at the high school.

Heather reveals her liking for the school and her friends. Later she attended the high
school at Katoomba where she gained her Leaving Certificate in 1961. From there she
gained entry to Sydney University and went on further to a career in teaching.

Bob I. experienced Blackfriars Correspondence education before the 1950s as his family
lived on a property out from Rankins Springs. The lessons were supervised by his
mother, but he remembers little of the content. With Blackfriars Correspondence, a
student was not eligible to commence study until 6 years of age. Eighteen months later
when his family moved to a farm near Yenda he attended Climstone, a one-teacher
school. He rode his bike five miles to school each day but he was not happy:

The teacher took little notice of me or tried to teach me until he realized that I was quite capable
of learning.

Bob I. was resentful of the teacher whom he felt treated his Dad as an inferior.

He was a shocker, and behaved in a superior manner to my dad and ‘talked down’ to him. It
seemed that Dad was only working as a farm labourer and he was an educated teacher ….
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There were only 12 students at the school, and they would get the cane. The teacher controlled
with the cane. It was tough with the first teacher.

Bob I. experienced schooling during and immediately following World War II.
Although his story precedes the 1950s it reflects the difficulties of the time and the
pressing need for education and teacher training to be reviewed and made more
accessible to country children.

His family next moved to Port Kembla for work, where his father had gained
employment in the steel mill. It was a protected industry. However, there was a fear that
‘the port’ could be attacked, so Bob was evacuated. He was returned to stay with his
uncle and to Climsland School. However, in the intervening period the teacher had
changed and there was now a woman in charge. Bob declares that she was charming:
She would frequently take the children on bush walks for we had no sports equipment. We
could not take part in school sports. This new teacher did have the support of the children and
parents.

After the war Bob I. returned to Port Kembla and to his family, and went on to attend
Wollongong High School.

6.1.2 Sewing Teachers’ Memories

Mrs Webster was an active member of a rural school and its community. She was
involved with the P. and C. as had been her parents before her. She claims that her
community was close-knit and socially involved in the sporting activities of tennis,
cricket and football (AFL). For example, teachers from the local small schools would
meet at her home and she would take them in her station wagon to join with other
members of the community at the local tennis courts.

Mrs Webster states that most of the families were farmers or worked on farms. Some
children walked to school, some rode horses, and one group came via horse and sulky:
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The families were large – there were families of 6, 7, 10 and 13 children. At some stage of
their schooling many had been enrolled in correspondence lessons. There were some poor
families, ‘the battlers’, who could not afford to send their children on to high schools.

When the boys left school they usually went onto the farms, and the girls often married
farmers. Mrs Webster’s own daughter was different. She attended high school in
Corowa, went on to university, gained a PhD and is now employed in research work in
the USA.

For Mrs Marks social life was limited. Her husband was a small-schools teacher but did
not possess a car so they were forced to rely on others for transport. When they
eventually purchased a car, an old 1936 Plymouth, Mrs Marks thought that ‘they were
made – it would travel at 28 miles per hour.’

Her husband would each year attend the in-service refresher courses at Armidale
Teachers College (many years later it was subsumed into the University of New
England) organized for small-schools and classroom teachers. At this stage the
Department of Education did not provide in-service courses. Mrs Marks would also go
and participate in the course for sewing teachers.

As they were a married couple, housing accommodation for the teacher was necessary.
Mrs Marks tells of her experience at one residence close to the school:

Our furniture and possessions had been sent on ahead and when we arrived we discovered that
the house had previously been used for the storage of stock fodder. Cleaning it was very
difficult with our furniture stacked inside, and in addition there was the smell of mice and rats to
contend with. Occasionally snakes visited, looking for a meal of mouse or rat. I quickly learnt to
use a rifle.
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Mrs Marks in her particular role of teacher’s wife and sewing teacher was closely
involved in the activities of the school. She describes Wattle Hill as a happy school and
although her husband had the occasional ‘differences of opinion’ with parents he
remained at the small school for ten years, only moving to take up a promotion position.

6.1.3 Sewing was for girls

Mrs Webster was the local school’s sewing teacher. She details the sewing activities
covered by the girls in the small schools. One afternoon per week was set aside for the
sewing teacher’s instructions while the boys participated in craft lessons with their
teacher.

The NSW Department of Education provided all sewing teachers with a specific book
(curriculum) outlining the appropriate activities for the different grades. The sewing
exercises varied from the sewing-on of hooks, eyes and buttons, making ‘samplers’,
making ‘pom-poms’, Christmas decorations and knitting a cover for a hot-water bottle.
This was in an era before electric blankets and in many cases before the installation of
electricity to homes.
Mrs Marks also taught sewing but at a different school. She was a country woman who
had married a school teacher and she tells of her and her husband’s experiences in the
small school situations. Here the community centred on the life style connected to
farming. She makes the statement ‘thank God I was a country girl’ when remembering
incidents from the past. Thus she was able to deal with experiences commonly
associated with the rural settings.

Mrs Marks sewing program was also based on the Department’s Curriculum. She
believes that her work was valuable to the young girls. Their completed ‘sample books’
would be sent home with them at the end of each year. However, it was not until 1972
that a detailed handbook to accompany the primary craft syllabus was printed and
distributed to schools.
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6.2 Early Memories of School

I started Kindergarten in 1952,
At first in the mornings I’d be feeling rather blue,
Mum chased me with the toasting fork
So I wouldn’t miss the bus
Miss Web - she was a darling
So there wasn’t any need for fuss.

(Denyer, p.50 Ariah Park Centenary Publication, 1999 )

6.2.1 Class management

In the small rural schools both teachers and students faced cultural and geographical
isolation, but in a larger school young teachers and students had the advantage of peer
support. Unfortunately it was the practice to appoint the young teachers to rural schools
as the older, more experienced teachers were reluctant to take up positions in the remote
rural areas.

The management of the school reflected the quality of the education and the attitude and
skill of the teacher. If children in the school had a regular routine free of anxieties, felt
secure with their teacher, had class work appropriate and challenging to their ability,
and were encouraged and given a feeling of success, then their attitude would be
positive. In 1973 (post-1950-60), Professor Fitzgerald’s Inquiry into Poverty was
widened to include Education (Turney, 1980). He saw a major problem with small
isolated rural and one-teacher schools, and the methods employed for the appointment
of teachers.

He believed the management and development of pupil skills was the responsibility of
the NSW Department of Education and the teachers. But in the small communities the
teacher was considered to be the representative of the NSW Department of Education.
Management was a reflection of the teacher’s skills and professionalism in both small
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and large schools. The need for close relationships between the community and the
teacher was necessary to develop local attitudes and build trust. Educators contended
that students should enjoy school by first experiencing ‘self-discovery, fulfillment and
stability’ in their own environment before they moved on (Sullivan, 1987, p.65).

Sue reveals a genuine liking for her small-school teacher. ‘We all loved our teacher’,
she claims. He was her first teacher and she notes:

He was the only teacher at that school and he was good … No child was smacked or sent out,
there was no bullying and we all played together … The teacher boarded in the community and
took part in all the community activities.

At the small school she felt safe and secure and this security brought her happiness. Her
first experiences of school were pleasurable and she reflects on the healthy relationship
between the students and their teacher. This security and happiness indicates the
positive management of the school and the children.

On the other hand, Elsie draws contrasts between her teacher in her first small school
and the teacher in her second school. She speaks of her first teacher in this way:

He was a good teacher for he would stay with students after hours to help them with their high
school work.

It appears that there was empathy between her and her first teacher. But with the change
of teacher she did not experience the same degree of confidence. Maybe she believed
that all teachers were equally skilled and committed, and was too young to understand
that the school atmosphere to a great extent was really a reflection of the teacher’s
organization.

Heather tells of attending the newly constructed town school that was to service the
surrounding rural communities. Although the classes were still composite and the
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principal remained a teaching principal the class facilities had improved. The
management and routines of the school changed as did the teaching strategies.

She was particularly proud of the ‘multi-purpose’ library that was built, claiming that
such was not usual in that time. The classes were now given library lessons, but Heather
is unsure of the status of the librarian who was possibly part-time. Her pride in this
library and a feeling for books is obvious: ‘as a reader I loved it when we went to the
library for lessons… I volunteered to be a library monitor.’ She does not know how she
learnt to read but remembers the standard Year 2 class readers like ‘Seaside Stories’,
‘Open Road’ and ‘Traveling On’, and the comprehension lessons built around them.
With the new library the reading material was improved and varied.

In the new school her cultural boundaries were also being expanded. In addition to the
usual reading, writing, mathematics and spelling exercises, she spoke of being in the
school choir and the excitement of competing in the City of Sydney Eisteddfod, of sport
days and play days and, of course, having the advantage of a ‘multi-purpose’ library.
Most of these routines were common in larger schools, but were difficult to provide, if
not impossible, in a small rural school. Her ‘story’ reveals a happy attitude, the standard
of her teachers and the role played by the school in providing and expanding her world.

Bob I. is critical of the management of his small school. He does have mixed memories,
and his story indicates a great need for improvement, prior to 1950, in the education
processes. To quote from Turney (1980):

Unfortunately some teachers perceived rural children ‘as typically dull and poorly motivated
with low educational and vocational aspirations’ (p.32).

Questions could be raised about whether the school management was equipping Bob
and the other students with the qualities and skills needed for their on-going
development. Also, the school did not appear to be inclusive of the community, for Bob
comments, ‘I don’t think we had a P. and C. but the parents would help if they were
asked.’
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During the war years when this teacher joined the armed forces a young woman became
the teacher-in-charge. Bob, on being re-enrolled for a second brief time at the school,
describes her as ‘charming’.

6.2.2 Teaching Strategies
Mrs Noonan I remember spoke softly and sweet,
She expected ‘good’ words and to keep our writing neat,
We buried ‘got’ down in the old wood stove,
And listened to broadcasts from a wireless up above.
(Denyer, p.50 Ariah Park Centenary publication, 1999.)

Sue sees her first school as being almost idyllic in contrast to her later experiences in
the private school where the cane was used ‘liberally.’ Her first teacher ‘was good and
he helped us’. She remembers that ‘The two schools were so different,’ and infers by
contrasting them that discrimination existed in the latter between the ‘bright and slower’
children. But in her small school the children were praised for their efforts and good
work:

Naughty children were given a ‘talking to’ … No cane was used and there was no bullying …
School management was so different in the private school.

Elsie’s experiences were limited by the environment and the lack of opportunities. ‘I
liked sewing and painting at school.’ She had ambitions and longed to learn. ‘I wanted
to learn and to type … I wanted to learn shorthand [but] it was too hard by
correspondence’. In Year 7 she commenced Blackfriars Correspondence but the teacher
‘was not helpful’ and left her to work any problems out for herself. It was at this second
small school that Elsie complained:
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I had no contact with my [correspondence] teachers for with the mail lessons you could not talk
to anyone. My school teacher also was not helpful – merely said ‘try to work it out for yourself’.
That was not helpful at all.

In her actual correspondence lessons she did need the guidance and encouragement of a
committed supervisor. The written comments were not enough. Her educational
experiences had been developed in only two small rural schools and reflected the
management of the appointed teachers.

This was not an uncommon complaint. The day-to-day supervision by a teacher was
necessary to encourage the student’s confidence and success, but in some cases there
appears a communication breakdown between the student and the small-school teacher,
resulting in insecurity and uncertainty. Success could not always depend upon the
reading and comprehension ability of the student. The curriculum may have been
followed, but for many students the help and encouragement of the teacher was of
paramount importance. However, Elsie does have a positive rural outlook relating to her
experience of country life:

Living on the properties we were very lucky. We had pigs, chooks, cows, sheep, milk, cream,
meat. We did not starve – there was always plenty to eat.

Heather’s school was large and was in a rural area. She cannot remember the number of
teachers but she was always in a composite class and the principal was a teaching
principal. This suggests a Class 2 school. (The size of a school was determined on the
number of students enrolled). Heather liked being in the composite classes, for when
work was finished she could listen to the other grades or read or draw. She was selfmotivated:

In 5/6 we were taught by the principal. He had to juggle teaching as well as administration and
was an excellent teacher. A favourite time was when we listened to the ABC schools
programmes on the radio in our classroom. It was how I first heard about Burke and Wills, and
last year I got to the famous ‘DIG’ tree.
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She adds: ‘A favourite time of the day was when my teacher would read aloud a chapter
from a book, like a serial’.

Heather saw the principal as very strict, for he did not like noise on occasions when he
had to leave the class. However she did have a favourite teacher, Mr L, who taught her
for two years, and later she would see him shopping around the town: ‘He would always
try to help us’. She most enjoyed the end of the year when the exams were over and the
students were allowed to have free time and could make Christmas decorations, such as
paper chains and Chinese lanterns.

When Bob I. returned to live with his uncle near his old home he again attended
Climstone. Now his transport was a horse and sulky and this time he was happy. A
woman teacher had been appointed, and he draws a strong contrast between her gentle,
considerate management of the students as compared with the previous Climstone
teacher. The atmosphere in the school had changed and the students were responsive
and happy: ‘She was good for the school’, he said. He thinks this lady remained happily
at the school for quite a number of years following the end of the war.

6.2.3 Student memories - the Curriculum

The program of lessons as outlined in the curriculum often lacked relevance to the
students. Many had little interest in or understanding of subjects such as a topic in Year
4 called ‘The Lapps and their reindeer; or the Eskimos and their igloos.’ The children
living in the hot Australian summer climate had no concept of snow, ice, or reindeer and
how people could build and live in a snow-house. The class could not go and visit a
Lapplander or view a reindeer, but they could appreciate the dryness of their own land,
their dependence on rain and the circle of the seasons controlling their environment. It
was equally inappropriate to expect the isolated Year 2 child, living in Western NSW, to
understand and be able to write a story about ‘A Day at the Beach’.

Unfortunately many of the young teachers were lacking in experience or knowledge of
the rural life style. Often they did not have common experiences to draw upon when
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communicating with parents and students. As late as 1976 the Fitzgerald Report
commented that teachers ‘from outside [had] little understanding of the life style or
existing relationships’ (Turney, 1995, p.67).

A multi-subject approach was desirable when teaching in the smaller schools. The timetable was basic for the organization of the multi-subject approach, but at certain times of
the day the grades would combine for lessons such as music and oral work. If the
teacher displayed the class time-table in the classroom and the students had learnt to
interpret it they could continue with their work when he was otherwise occupied. A
common structure was to have three groups, the Kindergarten, Year 1 and Year 2
representing one group, Years 3 and 4 the second group, and Years 5 and 6 and any
correspondence pupils combining in the third group.

Sums and comprehension exercises could be printed into the children’s workbooks by
means of the ‘jelly-pad’, particularly with the infants children. But this was a tedious,
time-consuming and messy method. When the spirit duplicator became available it was
welcomed and seen as an advancement. Robert Smith, writing in ‘Teaching Memories
of Cummeragunja’, states that ‘the duplicator was a big hit with the kids - they would
inhale the ‘metho’ fumes when the sheets were handed out.’ He comments: ‘I saw
nothing sinister about it at the time’ (Talkabout, March, 2007, p.4). One little girl,
Ashleigh, commented on ‘the joyous smell of freshly printed stencils and all the fun we
had of sniffing the paper.’

Sue remembers rhyming over 2s, 5s, and 10s tables and doing the plus and minus sums
written on the blackboard. ‘Children delight in chanting numbers in sequence unrelated
to objects,’ stated the Curriculum for Primary Schools (1952, p.207). She remembers
the daily lessons in maths, spelling and handwriting where the print had to ‘stand as
straight as a soldier’ and the ‘running writing’ had to follow the slope of the slope card.
However, she does not remember learning to read - evidently it came easily to her. As
the school did not have a library, reading lessons were composed mainly from the
school readers and the school magazine. Pre-readers were provided for the very young,
with exercises recognizing similarities and differences in colours and shapes. The
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homework set followed a similar pattern of comprehension, maths, spelling and writing,
and was an extension of the weekly lessons.

Sue notes that each Friday afternoon the students would go to the hall and practise
dancing as a sport. It was the highlight of her week. But she does not remember the
school possessing any sports equipment. Dancing seemed to be the main physical
activity. For music there was a battery-operated record player, as electricity was not
connected to the hall. Music was possibly chosen from the curriculum’s Catalogue of
the Schools Record Library.

Community dances and similar functions were held in the local hall, and as the teacher
lived within the community he was expected to be a part of the activities. Principals
were encouraged where possible to involve the community in the activities of the
school. In the smaller schools in rural areas the school ‘was central to the community’.
(Handbook, 1969, p.289),

Heather is clear in her recall of the normal class day:

First there were ‘Problems’ from the board, and/or exercises from our Betty and Jim and other
texts. Then we would have spelling, times tables and then recess. We did comprehension,
composition, grammar and reading aloud. We enjoyed the school magazine and a lot of our
English lessons were based on its articles. I enjoyed painting and social studies. A favourite
time of the day was when our teacher read aloud a chapter from a book, like a serial. The Good
Master by Kate Seredy, stimulated my interest in Hungary (finally had to visit it in 1996).

As with Sue, her homework was ‘built on’ the schoolwork presented to the students
during the week, particularly spelling and tables.

Heather appears to have enjoyed a progressive curriculum. She remembers school sports
days and ‘play days’ (to which all parents were invited), and competing in the City of
Sydney Eisteddfod. At the new school they had ample space so the boys and girls could
play different games and have different sports.
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Bob I. is critical of the small school. He found sport was very limited for there was no
open ground, only a lot of scrub and brush around the school, and there was little or no
sports equipment: ‘The day the one Vigoro bat was lost a drama ensued’.

However Bob I. did receive homework, and is indignant concerning an assignment set
on his first day at the small school - to memorise a whole poem and be able to recite it
the next day: ‘[I] Come from the Home of the Croat and Heather’. He did learn it but
did not understand what it meant. Bob believes that the teacher had little interest in the
progress of his students nor was he dedicated to his work – merely gave them exercises
to ‘keep them busy’.

30 to 40 of us all day everyday,
Blackboards before green boards
And long before whiteboards.
Print had to stand straight as a soldier and
Running writing had to follow the slope
Of the slope card. Important –
Light up strokes and heavy down strokes.
(M. Denyer, p.49.)

6.2.4 General Comments and Summary

Mrs Webster was committed to the community and to the school. She was the president
of the P. and C. as had been her father and mother before her. She provided board for
the local teacher and involved other teachers in the social activities of the region:

We played tennis. Six teachers used to meet at my place and we would go in my station wagon
to tennis. My husband would stay home with the kids. Cricket was also played, and Rugby.
AFL came later. My husband can remember going to a ball at Rand with his sister.
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She presents as the ‘typical’ country woman, busy and content with her lot in life and
willing to help and work with others in the community. When speaking of the school
and the parents she speaks honestly as she makes a comparison of family values:

My mother and father-in-law were very poor. Some parents just sent their children to school ….
They did not seem really interested or did not want to be involved.

Her children attended a little school throughout their primary years. Later her daughter
was enrolled at the high school in Corowa, had success and went on to university
education and a PhD Research. There was a plaque erected at Corowa High School in
recognition of her success.

Mrs Marks in her role of teacher’s wife and sewing teacher was also a part of the
community. Her children were born while they were at Wattle Hill and attended the
small school. They were taught by their father. The P. and C. were co-operative and
helped with any improvements around the school. Mrs Marks commented that her
husband believed in the work of the P. and C.

Sue is critical of the fully-staffed private school which she attended following the move
of her parents into the local town: ‘In the private school the differences stood out’ she
states, inferring that discrimination existed there between the slower and brighter
students.

Elsie draws comparisons as she tells of the ‘good’ teachers and of the happy school
where ‘we all got on well,’ and regrets being unable to attend the larger school in Rand
as did her sister. She longed to ‘move on’, and look for challenges while still having a
close affinity with the country life.

Bob I.’s early commencement of schooling was checkered. He attended several
different schools in his primary years. His experiences ranged from correspondence
education, to a small school and to a fully-staffed one at Port Kembla. Then, in the war
years, he was returned for a short time to the small school of Climstone and finally re149

enrolled at Port Kembla. He regrets that circumstances forced him to change schools,
for he said, ‘I would have much preferred to have stayed where I was’. He does not
blame his parents but sees it as the era in which they lived. He makes a comparison
between the rural and urban life styles, believing both had points that were good for
him: ‘In the country you could roam and climb on old machinery’ … [but at Port
Kembla] … ‘it was more contained, but I learnt to swim.’

Heather’s responses indicated that she was a child who adjusted smoothly to school life.
She reflects a sense of security in her circle of friends and all her primary education was
at the same school and in the same area. She makes no comparisons regarding her
teachers or school as her life flowed along. There was a stable element in her life that all
students did not enjoy.

Through their stories the students recalled their early days at school, making
comparisons and revealing their feelings towards the process of education. They
expressed doubts when trying to remember the finer details, for example. ‘how did you
learn to read and what kinds of books did you have?’ However, they all remembered the
departmental readers, the school magazines and the blackboard instructions written by
the teacher. Age shaped their experiences in evaluating the teachers and the lesson
programs, but they did remember the teachers who had genuinely tried to help. They
remembered the rote learning and the ‘good’ teachers. The distance and isolation they
accepted as part of the normal processes of living and learning in their rural
environment. Life in the country followed a pattern. In these remote and isolated areas
the children accepted the challenge of distance. It was real to them and recognized
through the comments such as ‘I did not mind being at home at school – I did not know
anything else’.

End of Year
The yearly exam and the reports to take
Home, on jelly padded forms, printed
On exercise book paper. We’d fill in our
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Own subject, mark and place in class.
We finished the year with a party
On Wednesday - we cleaned up
On Thursday - we went home.
(Camp, 1999, p.49 Ariah Park Centenary Publication.)

Heather has the final words on the value she places on the public schools in her roles of
first a student and later a teacher:
‘My experiences of both have made me a lifelong proponent of Public Education’.
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CHAPTER 7 – TEACHERS’ STORIES
7.1 An Introduction to Teaching

The ‘stories’ related by the teachers do vary, but they maintain the common theme of
distance, isolation, transport, communication complexities and educational issues.
Staffing of the isolated schools was one of the most important yet difficult issues that
faced the Department of Education. For the teacher appointed to the small rural districts,
the task was challenging and demanding:

The provision of satisfactory education for children living in sparse, remote areas has long been
a serious problem faced by many developed and un-developed countries … educational
disadvantage typically is the context of economic and cultural disadvantage (Turney, 1980, p.1.)

The departmental policy was to staff small rural schools with male teachers. These men
were usually young and would have only just completed two years of teacher training
when they received their appointment. The news of their appointment usually arrived at
some time during the school holidays. It had wording similar to the following in figure
7.1:
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Figure 7.1 The appointment notice
The appointment notice was brief and only indicated the name of the school, the date to
commence work and the region in which the school was placed.

Many young teachers appointed to the isolated areas had little or no knowledge of the
rural life or culture. They were not familiar with conditions in the rural communities
and not skilled to deal with the specialized work of organizing multi-class teaching,
which means having a number of children at different grade levels in the same class
room at the same time. Climatically, the school buildings were unsuitable, being hot in
summer and cold in winter. Drinking water, in times of drought, could be limited or
polluted, forcing students to bring their water from home. The pit toilets or the ‘long
drop’ as they were often called, could be considered unhygienic and were very ‘smelly’
in warm weather. These issues were further compounded in summer by dust and flies.
But it was expected that the young teacher would quickly adjust to the varying
conditions in the rural community, become a part of the local culture, encourage parent
participation in their school and encourage the work of the P. and C. Association.
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7.2 Introducing the Teachers
These research interviews included young teachers appointed to remote areas in the
Central Western District of NSW. Brian was a young man, 19 years of age, and had no
experience of small rural schools except for the two brief practice teaching sessions
arranged by his Teachers College. Alan was a city boy with little or no knowledge of
rural life. He complains that his college training had not prepared him adequately for
small-schools teaching. Bob and Lew were mature men. Bob had completed his
Leaving Certificate a few years earlier and obtained an accountant’s qualification before
entering teacher training. He had always lived and worked in urban areas. Lew had
experienced work as a junior clerk in the Irrigation Commission so he had knowledge of
distance and country life. His parents lived at Gol Gol, out from Mildura. Neither Mick
nor Malcolm was trained for small-schools work, nor was Alan, but they were still
given rural placements.

Gerard had grown up on a property close to Wagga Wagga and had attended the local
school and the Teachers Training College. He had some knowledge of rural culture but
little experience of rural schools. He had one practice placement in a small school near
The Rock with only nine students. He complained that this was completely inadequate
to develop the multi-classroom skills required in a small rural school.

Dave had specialized in small school methods, but prior to his appointment declares that
he had only seen sheep grazing in the paddocks. He had never been in a shearing shed,
or sat on a horse (he had much to learn). Distance and transport were challenges for the
young teachers, as was finding reasonable accommodation. The other participants,
Dorothy and Ken, also experienced rural life but their situations were slightly different.

Although Dorothy had lived and trained in Sydney she had several cousins and their
families living in the Dubbo District. These she had frequently visited, and this enabled
her to adjust easily to the rural environs of Wellington. Ken’s appointment to Bellingen
Central School was also not an unpleasant placement. Although he had lived in Sydney
with his family and had little knowledge of rural life, he could rely on the support and
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advice of the other seven teachers on the school staff. When he was transferred to
Kiama he found the conditions similar.

Table 7.1 indicates the commonalities and differences in the teachers’ responses to the
questions on rural education. They speak as one on the school buildings and the school
facilities and have a genuine respect for the co-operation and support given to them by
the community. School discipline was not a problem. All teachers had undergone two
years of training, which they felt was inadequate, and now they wanted additional inservice.
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Themes – Teachers’ voices 1950-1960 - Table 7.1
Bob C
1. School Appointment

2. Transport

Small school.

Gerard

Small
School
Fernthorpe
.
Train,
mail-truck Private car
walk to school.
One building, 13 One
room
and
pupils no sewerage, verandah.
no electricity
.
Good - at a farm Family homes on a
house. ‘Early to bed rotating system –
good.
and early to rise’

Dorothy
st

1 placement Granville.
2nd placement Wellington.
3rd West Wyalong.
Car –Morris Minor - Train.

6. Facilities – (phone,
power, library)

Wellington - brick building.
Central School - 6 classrooms.
Wellington – A little old
fashioned house with 3
elderly ladies.
West Wyalong – Limited.
There were very few Limited – had to Had Reading Rigby. Made
- had to improvise.
make my own.
jelly pads.
At school: no power, School power – no No library. Open fireplaces.
no phone, no library. phone. No library.

7. Community

Very supportive.

8. Social Activities

Minimal. Tennis
games, Tennis
Not a problem.

3. Buildings and Size of
School
4. Teacher
Accommodation

5. School Resources

9. School Discipline
10. Curriculum

Highly prescriptive.
No consideration for
rural culture.

11. Professional
Development

No in-service courses
– purely selfdevelopment.
2 years.
Usual school sport.
Tennis training

12. Teacher Training
13. Sport

Ken L

Brian

Nelligen Central.

Small
school
Fernthorpe

Train and walk.

Car

Brick building.
One class per grade.

One room
verandah.

a

Nelligen - very good. Very good – Farming
Kiama – a guest house family.
food not provided.
‘Chalk and talk’.

Basic. Had library
books.
library. ‘Every Mail to Post Office 3
should have a times per week. No
school phone.
and active P. and P. and C. ever willing
to help

Phone,
school
library’
Supportive,
but Country women generous. Helpful
cautious of new Supported school events.
C.
teachers. P. and C.
Limited
Tennis, Golf and dances.
Bike rides.
Bus trips.
No problems – rural No
problems.
Strict No problems. ‘We had a
children.
controls in place.
principal to fall back on.’
Strictly followed the Granville:-Product of a
Could be broadened quite
1952 Curriculum.
disciplined system.
easily.
Wellington:– Some
freedom to explore.
Nil. Administration Nil
Nil. ‘I was not prepared
did not want to know
for teaching in remote
about us
areas’.
2 years.
2years.
2years.
Regular exercises – Nil.
Cricket, ball games. Little
games
equipment
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and

–

Tennis, Golf.
No problems.
Established a regular
routine.

I felt a need for further
development. We had a
‘self-help’ group
2years.
Good P.E. equipment
available

Lew

Malcolm

Mick

Alan

Dave

1. School Appointment

Small school –
Eringrenin

1) Milperra Primary
2) Fernthorpe - small
school.

Train, lifts with local
farmers, bike
Usual small school

1) Revesby South
Primary School.
2) Fernthorpe - small
school
Bike, then purchased
car.
‘Large block of land
and the usual small
school.’- 15 pupils
Satisfactory, but was
moved each term to a
different farm.
A few texts but other
resources restricted
No phone or no power.

Small school –
Boonanga

2. Transport

1) Forbes Central
2)Tullibigeal (2 tchrs)
3)Tullamore small
school
Local farmers
horse.
Small school.
‘They are all the same’

Train, rail-motor, bike.

4. Teacher
Accommodation

Initially in hotel – then
caravan on a property.

Quite good, but only
weekly showers.

Small school ‘in the
corner of a paddock. - 18
pupils.
Good, but in a time of
drought, so little water.

5. School Resources

‘Made my own’ as in
most small schools.
Nil.

A few but limited.

A few.

No phone, no library.

In small school – nil

No P. and C. Parents
interested if asked.

Parents helpful, but no
P. and C.

Small community. P. and
C. Helpful

Supportive

8. Social Activities

Did not participate

Did not participate

Limited

9. School Discipline

Rural children are not
difficult.
Tried to vary it to suit
the rural students.
No in-service courses

No difficulties.

No problems.

Helping in the shearing
shed
No problems.

Stuck strictly to it.

Helped, when I received
one
Nil. Knew nothing about
infants.
2 years – General
primary.
Nothing specific

3. Buildings and Size of
School

6. Facilities – (phone,
power, library)
7. Community

10. Curriculum
11. Professional
Development
12. Teacher Training
13. Sport

2 years.
Nothing specific

Nil. Depended on
colleagues.
2 years. No smallschools training.
Combined school
carnivals
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Working with nothing
to start the year
Rang. Principal tried to
help.
2 years – quite
inadequate.
Regional sport
commitment

Local farmers, walk.
‘penniless teacher’.
Isolated small school.

Good.

Very limited. School
held in a sleep-out.
Desks, blackboard,
stationery, chalk.
P. and C. organized
before school
established. Enthusiastic.
Occasional lifts into
Boggabilla
Happy country children

Helpful – followed it.
Nil. I was isolated
2 years of small-schools
training.
Inter-schools sports
carnival.

The discussions with the teachers as summarized in table 7.1 highlights the problems they
encountered in their early years of teaching. All had experiences in rural schools, and the
problems they expressed were part of a common theme. They were critical of the Department of
Education for inadequate training and the generalizing of ‘rural’ for the convenience of policy
organization (for example, the curriculum) and the prescriptive ‘one size fits all’ approach. The
lack of support mechanisms and further educational development for the isolated teachers were
ongoing issues, as were their problems related to accommodation. Their stories are now related
in detail.

7.3 First appointments
Ken was appointed to Nelligen in 1948, in 1951 was transferred to Kiama and then in
1954 moved to Nowra. He had a keen interest in creating a library for the students and
later was involved in remedial work at Nowra. ‘I went to help the children who had
fallen behind, the first time I’d come across anything like that’, he said referring to
remedial work. Ken remembers the staff at Nelligen being very young and
inexperienced, but at Kiama the staff was older and more experienced. He did not apply
for the transfers, they just ‘came to me’. However, he finally asked for a transfer to
Sydney as his parents were elderly and he felt that they needed his support. At the end
of his teaching career he retired to Kiama.

Dorothy joined the Infants Department at Granville. It was a fully-staffed school and
there were five ex-student teachers. The ten older teachers were not addressed by their
Christian names, which further ‘separated them from the novices.’ Dorothy explained
that:
The classes were too large to allow for creativity or individuality and such an approach was not
encouraged … I was the product of a disciplined and competitive system and my first duty was
to keep order and the second to impart knowledge.

Four years later she was transferred to Wellington Infants. There she found a less formal
and more enjoyable atmosphere and she settled happily into the rural environment. But
this did not continue. She received a telegram with the instructions to ‘Report
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immediately to West Wyalong.’ There Dorothy was met by the headmistress with the
words:

Are we glad to see you! This poor class has not had a permanent teacher all year. We had almost
given up hope. As the year has gone on the class has only got worse. The casual teachers in
town will only come if it suits them.

At the end of the term Dorothy applied to be transferred and was appointed to Port
Kembla.

Brian’s first appointment was as Teacher-in -Charge at Fernthorpe Primary School, a
small school about ten miles from Rand. He was only nineteen years of age when he
received notification, three days before school commenced. At the time he was
holidaying at Coolangatta in Queensland. He had no experience of rural life but had
been involved in the small-schools program at teachers college. Not knowing what to
expect he drove his little Austin car from the North Coast via Wagga Wagga and
Culcairn, to Rand where he gained over-night accommodation. The next day he went
looking for the school, but when he enquired about the school and how to reach it he
received a number of directions that contrasted with each other, so he had to use a ‘trial
and error’ approach. One parent held the key, but no-one knew which parent. Brian had
to visit several different farms before he found the elusive key to the school.

Gerard was appointed to Fernthorpe, preceding Brian as the teacher-in-charge. He found
that the children came from the two different districts of Molthorpe and Ferndale. Like
Brian, he did not encounter difficulties with transport as he possessed a car of his own
and accommodation had been arranged earlier. His accommodation was shared amongst
the parents on a roster system. He did not have to go searching for the school key. He
travelled to his home each two weeks so did not become as involved in the community
as those teachers who remained in their area. On his way home he would stop at
Lockhart where a ‘self help’ group of teachers met regularly to ‘unwind’ and discuss the
challenges of their small schools. He was contented in the school but regretted his lack
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of teaching knowledge. The following story, related by Gerard, illustrates the issue of
safety at the time:

One morning at Fernthorpe, and while I was preparing the blackboard for the day’s work, one of
the boys came racing into me with the words, ‘Sir, Graham is swelling up’. As I was
preoccupied with my work I said, ‘He’ll be all right – you keep an eye on him’. A few minutes
later he was back again. ‘He’s really swelling up – come and see.’ I hurried up to discover that
Graham had been bitten by a snake – his body was enlarging, his face was red and swollen and
his eyes seemed to be disappearing.

I gave hasty orders to the children to get them into the classroom, put two of the older boys in
charge and rushed him in my car to his home about seven miles distant. Fortunately his dad was
home. I believe he broke a speed record in getting Graham into Corowa and medical attention.
The doctor later said that Graham had only about another twenty seconds left of life (Personal
Interview 2009).

This story illustrates the difficult situations that an isolated teacher can be placed in with
no other adult to provide support and with only the children as witnesses. The school
did not have a phone to call for assistance so the children were left in the classroom
under the care of two senior boys, who were possibly 11 or 12 years of age while
Gerard attended to the child suffering from a snake-bite and drove him to his home.

Alan had also received an appointment as the teacher-in-charge at Fernthorpe Primary
School. He found the first year there very difficult and claims that the work in teachers
college did not prepare him adequately for small-schools teaching. The records were
minimal and the past programs and time-tables inadequate. There were few resources as
no requisition for supplies had been submitted the previous year. ‘It was an experience
of working with nothing’ he declared, but he does agree that as the year progressed he
gained in knowledge and confidence. Alan spent four years in small schools before
obtaining a city transfer to Revesby South Public School. This enabled him to take up a
university scholarship and an academic career. He retired in 2008 from his position as
Dean at Macquarie University.
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Bob did not immediately enter teacher training after leaving school but completed four
years of accountancy in Newcastle. In 1948 he entered Wagga Wagga Teachers College
and graduated in 1950, but did not train in small-schools methods. His first appointment
was to a one-teacher school, 27 miles North West of Dubbo – Drinane. After the initial
difficulties of ‘finding’ the school, Bob settled into the rural community. Bob enjoyed
the challenges of Drinane and the school became a centre for the local community. He
continued to be a driving force as he moved through the education system. In 1978 he
was awarded an MBE for educational and community programs, and in 1987 retired as
the Principal of Baulkham Hills Primary School.

Lew commenced his working life in 1947 as a junior clerk in the Water Conversation
and Irrigation Commission, but he returned to school in 1948. At the end of that year he
secured a Leaving Certificate and was accepted into the Wagga Wagga Teachers
College. In his second year, 1950, he specialized in small-schools teaching.

In 1951 he was appointed as the teacher-in-charge at Eringanerin Provisional School,
six miles out of Gilgandra. The school had been built on a farm property comprising
seven hundred acres on one side of the Castlereagh River and eight hundred acres on the
other. Lew became involved in the school and community but by 1952 the number of
students had decreased and in May 1952 he was re-appointed to Mundiwa North
Primary School. This school was situated beside an irrigation channel about six miles
out of Deniliquin and had an enrolment of thirty-two pupils. Lew appeared to be
comfortable working with the rural community and praised the P. and C. for its help and
co-operation. His experiences were diverse:
After four years in small schools I was asked to transfer into Deniliquin High School where
there was a need for a G.A. (General Activities) teacher. It was suggested that ‘such an
appointment would further my experience in teaching … I think that I was conned. I did this for
another four years and for a relief from G.As I taught some art, physical education and
Intermediate English.

After the four years at Deniliquin High, Lew applied for an inspection. Having had
seven years experience in schools he was eligible to apply for a higher position
(Department of Education Handbook, 1969, p.222, p.228). Firstly, he was required to
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undergo a formal inspection by the local district inspector and if this was successful he
would then be placed on the Primary ‘C’ List. This was the first list for primary
promotion. This improved status allowed Lew to apply for a more senior position in a
primary school – it was the first step on the promotion ladder. Lew stated that he would
like to be back in rural education as now there are so many exciting changes taking
place. He believes that technology will advance the future of small schools.

Mick’s full ‘story’ is detailed in the prologue. In his first appointment Mick was placed
at Milperra Primary School, to be quickly followed by an alternative placement at a
four-teacher school near Liverpool. At the school he found his classroom to be an
unlined church hall about 300 yards from the main school building. Following the
Christmas Holidays he expected to be returned to Milperra but instead received a
transfer notice as the teacher-in-charge at Fernthorpe School. He would spend another
thirteen years in one-teacher schools and declares that this was ‘the happiest time in his
life’. He is now retired and lives at Woolgoolga.

Malcolm’s first appointment was in 1952 to Forbes Primary School. He remained there
for the year and in 1953 was transferred to Tullibigeal, a three-teacher school where he
was placed on a combined 4th, 5th and 6th class. It was in a rural area. He speaks highly
of the farming population, referring to them as very honest people. He had not trained
specifically for multi-class teaching but his next transfer was to Tullamore, a oneteacher school, and from there he was transferred as a teacher-in-charge to Jemalong.
He had experience with the older children and now he also had the infants children to
teach. In the space of five years he had taught in five different schools. In 1956
Malcolm married a country girl and leased a little cottage near the Jemalong School.

Malcolm tells of being ‘flooded in’ when there was rain from May to September in
1956. (He was now married). A neighboring farmer lent him a horse so he could ride to
school each day, and a little twin engine plane would fly over the house and drop off
their meat and groceries. He refers to his time in rural schools as ‘having a ball’.
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Dave S. had specialised in small-schools method at Newcastle Teachers College and
following a period of National Service was eager to return to his teaching career. His
first appointment was as a relief teacher at Maitland Primary School. After two weeks
he received a permanent appointment to Boonang. ‘But where was it?’ Dave wondered.

After contacting the local school inspector at Maitland he found that the school did not
as yet exist. The property owners had applied for the establishment of a school and the
NSW Department of Education had agreed, but the school was still to be constructed:

‘Boonanga’ was the name of a property and in the corner where Boonanga and three adjacent
properties met there was a little lagoon which was used as a resting place for stock traveling on
the stock route. This piece of land had been set aside as the location of the school (McPherson,
1997, p.171).

As a temporary measure a schoolroom was set up in the ‘sleep out’ of a nearby
stockman’s cottage and it was not until early in Term 3, 1952, that the proposed
Boonang school was ready for occupation. At the end of 1953 Dave applied for a
transfer and was appointed to Henty Central School, near Wagga Wagga. He later
qualified for a B.A. Dip. Ed. and moved on and became a high school history master. In
1993 he retired from the position of Principal at Arthur Phillip High School in Sydney.

However, not all teachers in small schools continued to be persistent in their work and
grow in their careers and personal development. For some, the earlier experiences in
their life had dampened their desire to advance. Yet they were charming men,
intelligent, and had much to offer to the children in the schools. The researcher presents
three examples of teachers she knew, but whose names have been changed in respect for
them and their families, for they are no longer with us.

James was a delightful man, well liked in the community, willing to assist others, and
was the researcher’s good friend for many years. But he did not aspire to any position
other than as a teacher-in-charge of a small school. After training as a teacher he had
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enlisted in the military (Air Force) and saw action in Britain during the latter stages of
World War II. He survived, and after his discharge was appointed to a small school near
Wagga Wagga. When it closed he was re-appointed to another nearby small school
where he remained for many years. He retired in the 1970s.

Martin’s story is similar. He returned from military service and in 1948 was appointed
to a small school on the Northern Tablelands that served the children of timber workers.
Martin, like James, was respected in the community and the education authority seemed
quite content for him to remain teaching at the school. He remained there throughout
most of his teaching career, and was transferred only in later years when the school
numbers dropped below a sustainable level. His own children, there were four boys,
went on to gain good positions in industry.

Frank’s first appointment was in 1952 to a school in the Southern Highlands but he had
great difficulties in adjusting to the isolation and slow pace of rural life. He had an
intense personality and was bright and charming to the people he met, but he could not
sustain his enthusiasm. On the advice of the inspector he was transferred to a staffed
city school where he remained teaching for the rest of the year. His is a sad story. He
had frequent transfers, either at his own request or to meet the needs of the Department
of Education, but always to fully-staffed schools. Finally, in 1970 he elected to leave the
teaching service on the grounds of ill health. He had been a member of the occupation
forces in Japan in 1947-1948 prior to entering teacher training.

7.4 Early Memories

Many and varied were the experiences of the young teachers. They had completed two
years of teacher training, had graduated and were now prepared to accept an
appointment to a school not always of their choosing but nominated by the Department
of Education. The notice came in the form of a telegram and merely directed them to
appear for duty at a specific school on a specific date. No knowledge of the region or
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available transport was provided. For young men accustomed to urban living the readjustment to rural conditions was challenging.

Ken commenced teaching at Nelligen. He was not appointed to a small school but a
central school in a rural region that had seven other teachers, and he was the youngest.
As his parents were elderly he liked to return home regularly to them and his friends but
they all lived in Sydney. The train service terminated at Nowra and from there it was the
bus to Nelligen. After two years at Nelligen Ken received a transfer to Kiama, where
there was an older, more experienced and helpful staff. He found ‘it was a stable place
and a good place to work’. There were now other teachers to whom he could refer for
support.

Dorothy’s story is slightly different. She commenced her career in a large city school at
Granville. From here she was transferred to Wellington Central School and then to West
Wyalong. She draws a contrast between the conditions in the city school and the less
stressful country situations. However, transport from Wellington to West Wyalong
proved to be an ‘experience that I could do without’. She describes it as:

A town that had been laid out by diggers of the gold rush days and, with the roads following the
wagon tracks that avoided the mud holes, the result was unique’.

The experience of the trip is related in detail:

I had a little Morris Minor. When I went to West Wyalong my car was being repaired. Seven
pm. on a chilly winter’s night from Wellington – I arrived at Blayney. I waited for a couple of
hours for the train to Harden, then waited for another several hours for the rail motor to
Cootamundra. It was now the next day. I picked up the main western train from Sydney to Hay
and arrived at West Wyalong by mid-morning, not amused. I booked in at the hotel and walked
to the school. At the school the headmistress was trying to teach two classes in the one room.
She directed me back to the hotel to sleep and to come back the next day.
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Dorothy remained at West Wyalong for only one term. She found the challenges of
adjusting to the environment too great. She expressed her isolation in the changed
environment with its restrictions on her life style – the region she felt had little to offer
her. Her social life was restricted: ‘Without my little car I could not even join the golf
club and take part in any local activities’, she said. She applied for a transfer and was
appointed to the South Coast region in NSW. Her memory of the West Wyalong period
is vague.

At the end of the school holidays Brian received word of his appointment to Fernthorpe,
a small school approximately 10 miles north of Rand. The school was the typical small
school building with a verandah across the front, a water-tank and outside toilets - one
for girls and one for boys. At the front of the school there was a cemented area where
the children assembled. There was a tin shed for the storage of P.E and sports
equipment and an incinerator for the destruction of rubbish. However the wheat fields
nearby prevented use of the incinerator, for the danger of fire was too great.

The first day Brian visited the school was extremely hot. He took a drink from the water
tank and became ill. As a result, for the next two weeks he was a patient in the Lockhart
Hospital. At the time the region had been in the middle of a drought and the water
stored in the tank at the school was contaminated.

Like many other young teachers, Brian had little or no knowledge of his school
administrative duties. Lacking knowledge of the importance placed on official ‘forms’,
he was without an income for the first six weeks. During this period he depended upon
the goodwill of the community and his place of board with the Campions. He had no
knowledge of the need for an Entry on Duty Form showing he had officially taken up
his duties at the school, or of the T.P.13A form that indicated the average number of
children at the school, so he was officially taken off the employment list. These forms
were available at the school and needed to be completed before he could be officially
recognized as the teacher-in-charge of Fernthorpe School but he was unaware of them.
Thus for six weeks he taught without being officially recognized or paid.
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Gerard, like other teachers, experienced the settling-in period at the school. In his first
year he had 19 children ranging in age from kindergarten to junior secondary. His first
responsibility was to assess and plan for them programs of work. As part of his school
management policy he first believed in assessing the ability of the children. By using
the Schonell word recognition test or the ACER reading test he grouped the children for
their reading and language programs. He found major discrepancies between their
abilities and their age range.

Each year the numbers in the school grew, and by his third year he was teaching 25
children. Seven of these were just commencing kindergarten and the lack of space and
equipment proved to be a problem. As a solution he made provision in the shelter-shed
for activity work, and here he could instruct them while the other members of the class
were occupied with project and assignment work. There were 13 children from the one
family attending the school and they planned to leave Fernthorpe as soon as they
reached the school leaving age. Gerard is critical of the curriculum and felt that its
contents, in relation to rural schools, had been the result of someone’s ‘frozen
mentality’.

It is a reflection on the Department of Education that the three teachers successively
appointed to Fernthorpe made similar comments. Mick had no resource material, not
even a curriculum to use as a base for programming, nor had he any knowledge of how
to request resources. Brian did not have any knowledge of the procedures necessary
when taking up a new position, while Alan felt that his knowledge of teaching
techniques was very inadequate. All disliked the organization and lack of rural content
in the curriculum although Mick conceded that it was better than nothing. Each teacher
tried to do his best for the children at Fernthorpe but the teachers’ needs were not
understood. Over a decade little seemed to change in the approaches and concept of
rural education in this small school.

Mick and Malcolm both received appointments to urban schools but very soon were reappointed to rural areas, Mick to Fernthorpe School and Malcolm to Tullibigeal, a
three-teacher school in the West Wyalong and Lake Cargelligo region. Their stories are
not unusual and are similar to the memories Bob and Len hold of their first
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appointments. They illustrate the distance and isolation of the many small rural schools
(circa 1950), the challenges the teachers faced and the ways in which they overcame
those difficulties. The geographical position of the schools and personal accommodation
available were the first two ‘hurdles’ to be overcome. Mick obtained board about two
miles from his school. He describes the school as follows:
… situated in a nine acre paddock and surrounded by pepper trees. The playground grass was
mown twice yearly by the farmer and the school room had two temperatures – hot in summer
and cold in winter.

Bob tells the complicated ‘story’ of locating his first school:

Instructions came in to catch a train to Dubbo, then to connect with the mail-man who took
alternate routes on certain days, arriving alternately at about 4.30p.m. on the ‘early run’ and
7.30 on the ‘late run’. So my parents decided to drive me from Newcastle to my first
appointment. Arriving at Dubbo we set about finding the location of Drinane. The Post Office
could not help and suggested we contact the mail courier when he returned - very late at night.
Next we went to the Dubbo Central School, which had a residence attached and roused the
principal to give us guidance. He declared he thought he had heard of it but had never met the
principal, so he directed us to the District Inspector, Mr Fred Astle, who would be able to direct
us. When we arrived at Mr Astle’s residence he was supervising a teacher sitting for an exam to
give certification status.
Mr Astle declared he had as yet not been able to visit the school (he had been the D.I. for the
past 12 months) and searched his file for a sheet of paper indicating a route to Drinane.
We left a rutted gravel road to pass through numerous paddock gates (about 20) all of which had
to be opened and closed until we finally sighted the school – in the middle of a wheat paddock
with a couple of farms in the distance.

Such circumstances do raise questions regarding the lack of information being given to
the teacher and the vague attitude, indifference and a lack of duty of care by the NSW
Department of Education staff, whose duty it was to allocate the appointments. Such an
introduction to teaching could only negatively influence the young teacher’s initial
impressions of the school and its community.
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Lew’s story is similar but he did have an understanding of country life. His first
appointment was at the Provisional School of Eringanerin, which 18 months later was
closed due to decreasing enrolments. He describes his trip to the school:

As my home was at Gol Gol, which was on the NSW side of the Murray River, it was an
arduous journey to Gilgandra (Eringanerin). It was from Mildura to Hay on a mail train all day.
From Hay to Sydney was an all night train. Then from Sydney to Dubbo again by train. From
Dubbo I hired a taxi to Eringanerin. This was in 1951.

Lew was next transferred to Mundiwa North. Having his home near the country town of
Mildura he was quite aware of the geographical positions of the schools and of country
life, but he did not understand the complications of the public transport system or the
difficulties to be overcome in isolated areas when travelling from one centre to another.
His story continues:
In the 1952 May holidays I received a transfer to Mundiwa North. The Department did not tell
me that it was near Deniliquin. I went from Dubbo to Sydney then to Finley by train, followed
by the mail coach from Finley to Deniliquin. But the mail coach did not come to Finley on
Saturday and I was told to catch the mail coach at Finley. The next coach would not be until
Monday. At the Finley hotel where I went to arrange temporary accommodation I met an old
acquaintance and he arranged a lift with a commercial traveller to Deniliquin. The term was
already one week old.

Alan had little knowledge of rural education. He avoided many of the usual transport
problems as his initial appointment was to an urban school, Revesby South, on a 4th/5th
class. While there, he saved and purchased a car, a 1956 Holden. Having his own
transport was an advantage as it allowed a degree of social freedom. He was not tied to
the public transport system nor had he to rely on the goodwill of local parents.

David describes himself as a ‘penniless teacher without a car’. He caught the train to
Moree, which ran only three times a week, and from Moree he took the train to the
North Star Station. It also ran only three days per week. Here he was met by the family
who were providing his accommodation. From the North Star Station they followed an
unsealed road that ran north for ten miles towards Boggabilla, and then turned east
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towards Yetman. Five miles along this road was their property where he would be
accommodated (McPherson, 1997, p.172).

The first challenges occurred before the young teachers could organise their
accommodation and meet up with members of the school community. The acceptance
of their appointments to unknown rural schools displayed tenacity, a determination to
continue and a strong desire to follow the teaching career. Brian found his school
through the assistance of the local residents and farmers, and his accommodation, after
an uncertain beginning, was most satisfactory. Bob encountered the difficulty of not
knowing the whereabouts of his school, except that it was somewhere near Dubbo.
Mick received a ‘blue form’ with instructions regarding transport to his school but later
found that he could not rely upon it as it was out of date. Lew encountered vagueness
when seeking knowledge of the transport to and the position of his new school. Even
those whose responsibility it was to know did not. Malcolm seems to have fared better,
possibly as he was already established at Forbes and was thus more familiar with the
surrounding regions.

It has been asserted that young teachers remained committed to the Department of
Education because of their three-year scholarship bond. This bond required young
teachers to agree to serve anywhere in the state for a minimum of three years or repay
the value of the bond. Despite the challenges encountered, they persisted. It could be
suggested that when they made their initial two-year commitment to serve in education
in the same school they were not greatly concerned with the bond but genuinely wanted
to follow a teaching career.

But it was not only the single teachers who had accommodation difficulties. Women
with husbands in the small rural schools were often faced with unreasonable conditions.
At the Ganmurra Small School a cottage was leased from a local farmer. The 3-ply
lining in the cottage was riddled with white ants and it had begun to strip off the walls.
Once fortnightly, on a Saturday, the family would travel by car for the approximate
distance of 25 miles to purchase their groceries. There was no electricity. Ice for their
ice chest would be brought three times per week by the ‘milk wagon’ (personal
knowledge).
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Mrs Marks has previously been mentioned. She was married to a small-schools teacher
and tells of her husband’s experience in taking up a small-school position. Following a
school transfer, accommodation was provided for married teachers in a residence close
to the school. Their furniture was normally transferred by carrier but until they arrived
at their allotted residence they were unaware of its condition. The Marks family
discovered that theirs had previously been used as storage for stock fodder.

Mrs Marks knows of the long hours her husband spent after school, developing
programs for the class and making aids and flash cards. A spirit duplicator was provided
for the school but she can remember only three basic readers. Reading material was
essential, most being made by the teacher. She comments positively on the life of the
country teacher:

I liked country life. I did not mind that we did not have a car. That was the way it was for many
people.

For the families of small-schools teachers, the isolation and loneliness for the
womenfolk is difficult to comprehend. In cases where the available residence was
isolated from the farming community, female companionship was difficult to maintain.

7.5 The School within the Local Community

The Fitzgerald Report in 1976 proposed that ‘effective communication should be
actively encouraged between the school, the home and the community – the initiative
for this to be taken by the schools’ (Turney, 1980, p.18). This same approach had been
stated and encouraged by the 1952 Curriculum Committee in the following way:

The teacher [should not] remain aloof from community enterprises; he should play a full part in
all worthy organizations, and especially in the Parents and Citizens Association.’ (p.xii).

171

However, if community involvement was to have any meaning it required recognition
and a planned educational program. Parents were interested in the welfare of their
children but many did not know ‘what to do’ regarding education. The parents seemed
not to want to ‘interfere’ in the running of the school. They left education to the teacher,
and were unaware of the value of their involvement and the encouragement it gave to
their children.

Ken recounts his early experiences in the rural community of Bellingen. Apart from his
teaching he does not give the impression of being involved in the community, but
directly or indirectly he found it necessary. However, he was interested in the church
activities and through it gained private accommodation and a social life. (Most of the
other teachers there were accommodated in a boarding house). When he was moved to
Kiama it was impossible to gain private board so he was also forced to live in a
guesthouse and fend for his meals like the other teachers.

Ken was keenly interested in literature and, encouraging research, strove to motivate the
children by introducing a variety of reading matter. He organized a library in the school,
firstly in his classroom at Bellingen and later at the Kiama School, where he set the
library up in a corridor of the school. It was available to all teachers. He elected to do
the duties of a ‘librarian’ in addition to his normal work of teaching and frequently
placed research questions on his blackboard, indicating to the children which books may
hold the answers. Ken spoke of church picnics, of playing table tennis (‘the church
group was close- knit’), and the strength of the local P. and C. He felt that most parents
saw the work of the school as important:

By the time I left these schools [Kiama and Bellingen] the children were enjoying research work
and seemed to prefer it to reading novels.

However he found that the activities changed when he moved from one school and
community to another: ‘Kiama was different as there were fewer activities and without the
church there was nothing going on’.
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However, for Ken to develop his library concept it would have been necessary to
communicate with the parents, possibly through the P. and C., and provide them with a
rationale for the purchase of books and other materials. It would not be possible to
progress his ideas without the provision of necessary funds and the support of the parent
body. It appears Ken’s interest in research and reading led him to institute practices
within the school that would encourage the intellectual growth of the students.

Dorothy experienced inner city schooling and does not appear to have been involved in
any way with the surrounding urban community. Here the school approach was so
different from Ken’s desire to motivate and encourage learning. Dorothy comments on
her beliefs, which were inculcated at Granville Primary:

Boring systems reduced the desire to read and the pleasure of books … Teachers were there to
teach, not to inspire children to learn. If a teacher was not standing at the front of the class,
chalking and talking, she was not earning her money.

After four years teaching at Granville, Dorothy received a brief telegram – ‘Report in
January to Wellington Primary School’. Following the transfer, the first priority was
accommodation and, like Ken, she approached the local church minister for help. At the
address he provided, Dorothy found a little old-fashioned house with a water tank, a
chip heater and primitive plumbing. As the board was inexpensive she moved into the
clean, comfortable room. She describes her accommodation in the following way:

There were three elderly ladies, two sisters of seventy and one eighty, and another lady of ninety
and her daughter – a young woman of sixty. The eighty-year-old ran the establishment and
sometimes complained that her seventy-year-old sister was a ‘bit of a ditherer.’ She also
boarded a high school boy from out of town who went home on Fridays. There was no wireless
in the house, but we had regular bible-readings before meals. They were rather askance later in
the year when Sputnik was launched by the Russians. To them it seemed like interfering with
nature.
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She found Wellington School a contrast to Granville, as was the social life of the area.
She attended events with the other young teachers and met many parents and their
children. The country women went to great lengths to provide ‘country fare’ at the local
events. In the evenings, after her class preparation was completed, she spent time
sewing and knitting and she enrolled in dress-making classes at the local technical
college. She said that her wardrobe increased at a phenomenal rate. She was interested
in the families and spent time at the weekends with Hazel (a cousin living nearby),
sometimes minding her children and sewing for them.

Dorothy did not appear to have difficulties in settling into the rural community, for her
life was full. Although she did not have a direct involvement with the local people she
moved amongst them and was accepted as the teacher at the school. She found it
different and pleasant ‘to walk to school each day and speak to people along the way.’

After some weeks she decided to find alternative accommodation. She joined the
different social clubs, played tennis and golf and attended the dances. A game of golf
cost 19/6. Dorothy and her friends even went to the local picnic races and had a small
bet - very daring for her! Then there was the picnic race ball!

The local show was an event to be enjoyed. Her words reflect a pride in her school, for
the children’s work was on display for the whole community to see. Students, teachers
and community were all involved. The children won prizes for their art, craft, handwriting, and stories, and ‘the children of Chinese descent shone in the first three
categories’, she proudly announces. The rhythm of life in the rural community appeared
to be influencing her in many ways.

However, her departmental transfer to West Wyalong was a different story. The young
teachers there made efforts to include her in their activities but their social life revolved
around church activities, while in the community the interest was based on the farms,
the show, the picnic races and the skills of camp drafting. The culture was so different.
She had no transport of her own and felt isolated and trapped.
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Brian, in his little one-teacher school of Fernthorpe, found the parents helpful and
willing to assist and he quickly settled into the community. There was a P. and C. that
proudly raised money to have a fan installed in the classroom, and in winter they
provided timber logs to service the Warmray heater, but the teacher was left to cut these
logs into manageable pieces. Clearing the flue of the heater was just another job before
the winter months came, for during the summer, possums and birds would make it their
home and effectively ‘block it up’.

There was no flag pole, and the application for a phone had been rejected. Brian
applied-for and obtained a flag pole, but not a phone. Phone messages went through his
place of accommodation or the local post office. The mail came three times weekly to
Rand. Parents would often collect it and bring it to the school or to Brian. After his
initial bout of sickness he obtained accommodation with a farming family who were
friendly and welcoming, and one of the local sewing teachers became his landlady.

Brian joined the local tennis club and coached the interested children. He was interested
in the local AFL and occasionally played golf. At the weekends he would visit Rand and
meet up (unofficially) with other teachers from the region. It was an opportunity to
discuss educational issues in an unofficial environment. Each Sunday was spent
preparing lessons for the following week and each day after school, corrections and
further preparations were necessary. He began to coach children in the skills of playing
tennis on Saturdays.

Gerard regretted the absence of a phone or electricity. The mail came from Rand by the
mail truck three times per week, and if parents were in town they would also collect it
and drop it off at the school. Naturally there was no air conditioner and the summers
were very hot. ‘All teaching’, he said, ‘had to be done before 11 o’clock, for after that
the children could not concentrate’. But the winter months were better as the school
possessed a good wood heater and the parents provided an ample supply of wood. Of
course Gerard was left to split it up into usable pieces. As Gerard returned home to his
parents each second weekend he did not become greatly involved in the social activities
or sport of the district.
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Alan describes his first school as a one-roomed building with a porch, and with toilets
and a water-tank. It was placed on a large block of land. He describes it in the following
way:

The school did not possess a phone and there was no local transport. Children rode their bikes or
were brought by their parents. During the wet weather road travel was difficult. There were no
special provisions for the extremes in weather temperature - the school was hot in summer and
cold in winter. We had a small fan, purchased by the parents, and an open fire for winter.
Parents provided the fire-wood for an open fire but it was left to the teacher to split it up.

Seven of the parents had children at the school so they shared accommodating him. It
was a local arrangement by which each term he was moved to another home. The homes
were not far from the school and he enjoyed the privacy of his own room. Food and
washing were included in his board, and Alan found the arrangement satisfactory,
although he did find relocating each term disconcerting. There was a small P. and C.,
and Alan found the parents were helpful and co-operative and the children not difficult.
He had no major discipline problems. He appeared to have a liking for the community
and built up a rapport with adults and children alike. After school during the shearing
season he would visit the shearing shed and help gather the wool, tossing the fleece, and
talking with the shearers.

School sport was organised by a ‘sports body’ combining with the other small schools
in the area. The activities were structured around the sport curriculum. There were
regular term carnivals (three per year), and all children were expected to participate.
The children were keen and looked forward to the competitions. During the school
lunch hour, cricket was played in the summer months and Australian Rules Football in
the winter. In hindsight, Alan believes that his work at the school was a ‘rich and
enjoyable experience.’

Malcolm assessed his time in the rural schools and claims to be disappointed when he
was appointed to a larger school. During the 1956 floods, the roads were under water
and travel to school became impossible. These occurred between May and September.
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When one of the parents lent him a saddle horse he rode it to school each day. The
children, when they could come, were conveyed by their fathers, usually on a tractor or
in a similar manner.

Malcolm speaks highly of the country people and of how honest and genuine he found
them in any dealings. He encouraged sport in the area and when transferred to Mumbil
Primary School, encouraged the parents to become involved by assisting in the sport
organisation and in helping to organise the small-schools sports carnival.

Bob, after his uncertain introduction to Drinane, quickly settled in to the rural
community. Drinane School was a one-building structure with an attached small
building for the storage of supplies. No sewerage or electricity existed in this rural
district. The enrolments were 12 pupils – 6 boys and 6 girls, as Bob remembers. All
had farm backgrounds and most of them travelled to school on horseback or by sulky.

The children were well cared-for and loved, but had little formal educational
background. They had not been exposed to any worthwhile experiences in the areas of
knowing how to learn, but were courteous and eager to please. He describes his
accommodation with the Campion family as comfortable and welcoming, but quickly
realised that as a teacher he was under regular ‘scrutiny’. He still remains good friends
with the parents and their children.

Farm life was early to bed and early to rise, and as Bob did not possess his own
transport he walked to and from school, between one-and-a-half and two kilometres
each way. If the days were wet the two Campion children and he would be driven, but
he would walk home at the end of the school day.

Bob discovered there was an old tennis court on the farm that had not been used for
many years. With the approval of the owner and the enthusiasm of his daughters and
help of two older students, Bob commenced a ‘court rehabilitation’ exercise. He could
now teach tennis to his students, and on the weekends the family would enjoy a game.
This led to Bob being included in a local tennis group that travelled to play competition
matches and enjoy a social afternoon.
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The Campions went into Dubbo for shopping about every three weeks. Bob rarely went
into town so Mrs. Campion, to cater for his personal needs, would attend to any
banking, deposit his fortnightly pay cheque, withdraw money for him and make
purchases such as toothpaste and razor blazes. Privacy was not on the agenda but this
did not seem to matter as according to Bob, ‘I was in a community that supported the
school and respected education, as they saw it.’

As occurred in many small schools Drinane was the focal point for community
activities which included the following:
1) ‘Empire Day’ celebrations – with fireworks supplied to every pupil and a great
bonfire;
2) voting in elections which was a long day and very few voters;
3) P. and C. meetings;
4) working bees such as toilet rehabilitation; and
5) any meetings seen as important to the district.

In the region there were no local ministers of religion so naturally none visited the
school – the spiritual guidance rested in the hands of the teacher.

Lew’s introduction to the community of Eringarin was pleasant. He boarded at the
homestead for the cost of three pounds per week. For entertainment he had a horse
made available and he would join in simple duties around the farm. Occasionally he
would walk the six miles into Gilgandra for he did not possess a motor vehicle. There
he could take part in a social life that included the pictures, dances and sporting
activities.

Eringarin, did not have a P. and C. organization but the parents were always ready to
help. Lew also found an old disused tennis court in the school grounds and, like Bob,
advocated its repair for the use of the children. He also wanted a garden plot fenced (as
protection from rabbits) so that horticulture could be included as part of the schools
curriculum. For country children, this was practical and progressive. The ‘bush
telegraph’ took up the challenge and Lew gained his tennis court and garden plot. All
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appeared to be progressing well at the school when, in May, he received word of a
transfer to Mundiwa North Public School.

Mundiwa North had been built close to an irrigation channel, was six miles from
Deniliquin, had an enrolment of 32 students and had an active P. and C. The closest
accommodation available was in Deniliquin, so the president of the P. and C. loaned
Lew a pushbike as a means of transport to and from school. This was fine for a time
until Lew, following a soaking in a rainstorm, contracted influenza and became too ill to
work.

The local inspector of schools found him in his bed at the hotel, had a doctor called and
directed Lew not to return to school in under a week. The inspector called a meeting of
parents and informed them that if Lew did not have satisfactory board by the following
week the school would be closed and the children bussed into Deniliquin. The issue
ended with the parent body agreeing to find board for Lew. The accommodation would
be rotated on a five-weekly basis.

Lew appears to have been comfortable working with the rural community. He praises
the parents for their help and co-operation. When he could, he varied the curriculum to
meet the students’ interests, as, for example, establishing a garden plot.

Dave, despite his early challenges in setting up the Boonanga School, enjoyed his smallschool experience. He declares that the lady who was living in the ‘school cottage’ was
a wonderful cook and would insist on providing him with ‘fresh cakes out of the oven
for morning tea’. One day there was a snake in the garden. She pushed a loaded rifle
into his hands and said to ‘shoot it’. He had not had such an experience before but he
did succeed in shooting and killing it. He believes that this increased his reputation
incredibly.

Only four of the children in his class had ever been in a school classroom. All the others
had been educated at home through correspondence. Dave observed that:
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I did not have any real knowledge of the workings of the correspondence system. It was a real
eye opener for me. The children had formed a strong bond with their teachers although they had
never really met. Much of their success was due to the time, love and patience of their parents
(Dave, cited in McPherson, 1997, p.173)

7.6 The Curriculum and its Application

‘The curriculum, initially designed to serve the needs of primary education in NSW’,
outlined a ‘series of selected courses’ aimed at developing ‘habits and skills’ and a
‘knowledge and appreciation of values’ (1952, p. v). Unfortunately the statements were
orientated towards an urban environment and collated by committees that had little or
no knowledge of the needs of the small rural schools in NSW, or of their distance,
isolation and communication difficulties. It was a case of ‘one size fits all’. For teachers
who had no small-schools experience, for example Mick and Mal, it was invaluable for
their daily lesson planning. They accept, however, that it had faults and did not always
cater-for or motivate the rural children.

Equipment in most country schools was limited. Teaching aids were normally made by
the teachers. The blackboard was prepared each day and in the smaller schools listed the
exercises for the day. Number charts, reading aids and flash cards were all produced by
the class teacher to assist each grade to work at their own level. By having a variety of
aid material the teacher could occupy and maintain the interest of the class. It was not
until the 1950s and the humble beginnings of the Dominie company, that support
materials could be obtained for primary schools.

In the smaller schools there was a combination of study and oral methods, and class
lessons varied from period to period to enable the teacher to distribute his attention
across the grades. The few textbooks that were available, for example, Let’s Use Better
English and Betty and Jim Arithmetic, were not encouraged as the NSW Department of
Education considered them too expensive and restrictive.
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Ken is critical of his teacher training and his lack of preparation to deal with the
teaching difficulties encountered in the ‘semi-remote’ area. ‘As a student I only taught
three lessons per day and this was in a fully-staffed school - quite inadequate,’ he
comments. However, he believes that the curriculum needed to be broadened to cater
for children in the rural environment, and that the 1952 curriculum needed
improvement. He saw it only as a guide to programming, but of value to the young and
isolated teacher. Ken believes it was not difficult to broaden the subject matter and
place an emphasis on material closer to home, for example in environmental studies. As
an example he mentions that ‘When there was the landing on the moon I took my radio
to school and my class listened to the broadcast’.

This became the basis for a class discussion on the moon, for example, its distance from
earth, its position in the galaxy, what its surface was like, and whether it would be like
earth. It is possible that Ken, by not being in an isolated small school, benefited from
the discussions and influence of other staff members.

Dorothy was given the direction in her early teaching career at Granville that she was
there to teach and follow the rules of the Department, not to inspire children. In the
fully-staffed city school she found there was little time for incidental learning or to
listen to individual children concerning their interests. The system instigated was boring
and reduced the desire to read and to experience the pleasure of books.

Class programming was based on the curriculum and covered a five-week period. The
program register contained the lessons to be taught. These included stories, poems,
speech rhymes, singing, picture talks, and art and craft. There were also ‘number’, prereading or reading and physical training. If the children became interested in a certain
subject, Dorothy found that she could not pursue this interest. The time-table dictated
the lessons for the day so she had to move on to the next item. At Wellington there was
less stress on the curriculum and more upon the interests of the children. The readers
were restrictive, so she made up reading booklets for the children based upon their own
stories, and also copied the stories told in their weekly ‘news’ onto reading flash cards.
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Dorothy tells of a health and safety lesson she gave to the children on the danger of
fires. The children were interested and impressed, so much so that ‘two of the boys went
home after school and set fire to the next door block.’

As the classroom books were limited Dorothy encouraged the children to bring in their
favourite storybooks and share them with the class. She then tried to end each day with
a story chosen from one of the children’s books.

The Wellington School was so different. The staff and children were relaxed. People
would speak to her on her way to school and she had Aboriginal and Chinese children
in her class. The children appeared to be more artistic than academic but no special
provisions were made to expand their education. Her teaching techniques were still
applicable in Wellington. She enjoyed Wellington and regretted her transfer to West
Wyalong.

Brian is critical of teacher training. He does not believe that it equipped him for a future
in small-schools education. One exception was a science lecturer who appeared to have
had some experience of small schools but the college’s approaches to the teaching of
early reading was poor. The lecturers seemed to avoid the subject. He is also critical of
the attitude of the district inspector and the structure of the curriculum in meeting the
needs of the rural children:

When the inspector arrived at the school he appeared to be checking up on me and what I was
teaching the children, for example – ‘Tell me the story of the Magic Pudding. In scripture you
learnt about the lepers – what was that story about? In week (such) you learnt about acute angles
– What is an acute angle?’ Questions were directed at different children each time. He went
through all my records and finally stated ‘I am going to pass you!

Brian considered that the prescribed system of lesson programming was not appropriate
for the rural children. Preparing it in five-weekly blocks was too inflexible, as it left no
opportunity to deal with an alternative study that took in the interests of the children.
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Very early in his time at Fernthorpe he became aware of the local management
expectations of the school. The children and the parents indicated it clearly. Then the
CWA president, a ‘delightful old lady’, invited Brian to her home for dinner and
outlined the community expectations of the school:

The children were expected to do well in the display of their work at the local show and to
participate in school sport. Then, ‘we have always had a very good netball team. A couple of the
smaller schools combine against the larger school – a teacher from the other school takes the
AFL training.’ She suggested that I should train the netball girls and gave me a book on the
rules. This was very good.

It was fortunate that Brian was interested in sport and that his school contained a fair
collection of sports equipment. Physical education was a part of the school program, as
was Friday afternoon with its combined sport.

Gerard found the local community helpful and willing to contribute to the school. He
had a good P. and C. but there was always reluctance when contributions to the
purchase of school resources were suggested. Gerard likens it to a ‘pregnant silence’.
He had the impression that there was a belief that money would be better spent on the
farm. However, in his first year at Fernthorpe a Fordiograph was purchased, and ‘in my
second year a radio/record player and in my last year a complete set of percussion band
instruments’. These are instruments that include such items as a drum, bells, cymbals,
and tapping sticks, and do involve children in the rhythmic playing of music.

Mick emphasises that any informal educational and social meetings were initiated by
the surrounding rural teachers and not by the NSW Department of Education, while
Malcolm comments that in his teaching program he ‘stuck strictly’ to the Curriculum:
‘I had no small-school training so it was my main resource’ he comments. He believed
that college training left much to be desired. Mick is equally critical of his training:

I had been trained for general primary teaching and had very few clues about infants teaching –
I relied very heavily on the curriculum.
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He found the local inspector helpful in making suggestions and providing useful
material. He comments on the parents who were friendly and co-operative, but felt that
there was a general feeling by some that ‘as the kids were coming back to live and work
on the farm they required only the basics in education’.

Bob, after gaining access to his school, determined to develop a ‘feeling’ for the area
and the system in which he would be working. He perused every communication on file
and all the available past programs of work, but he questioned the results. He believed
that the children had never been encouraged to question or make decisions of their own
– they turned up at school and regurgitated what they were told.

Bob developed his own opinion of teaching children in remote areas and registers his
disappointment at the lack of departmental insight concerning the special needs of rural
education. He did not see the curriculum as a case of ‘one size fits all’:
I found the 1952 Curriculum little different from the previous one. It was highly prescriptive
both in terms of content and time allocation for its teaching. It did not take into consideration
that rural schools had special needs in terms of everyday experiences and of using the ‘culture’
of the area as a base for learning.
For kindergarten, 1st class, 2nd class, and so on, and in an area where you had very little rainfall,
it did not give a freedom that came later - to examine the environment and meet the needs of
that environment – where you had very little rainfall. It did not give a freedom e.g., when you
questioned whether it was more important to teach about the Kings and Queens of England or to
examine the local history - to make the children proud of the heritage they now had rather than
teaching what was needed at university level. The early explorers were of little interest to them.
How can you talk about the explorers travelling on camels to children who had never seen or
heard of camels?

Bob continued to make personal efforts to expand the knowledge of the rural children,
and provide them with concrete experiences. For example, he discovered that the
Drinane children had never seen a piece of coal or knew anything about fossils. He
determined to do something about it as he explains:
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I went to the mines at Newcastle and brought back samples for them and made it come alive for
them. I had them looking for fossils. They could appreciate drought, and appreciate the reptiles
running around – these they could deal with then. I felt the curriculum should commence with
what the children knew and then their knowledge should be expanded upon.

Bob’s tenure at Drinane concluded at the end of 1950. The district inspector invited him
to apply for a transfer into Dubbo. So far Bob had received no official inspectoral visit,
due to the weather conditions and the inspector’s fear of being marooned at Drinane.

Lew was told very early in his teaching career that ‘this organisation may not always
work, but is basic for modification to a workable document’ as stated by E. Hawcroft,
Lecturer in Small Schools Methods. He was speaking on the preparation of a time-table
and a program outline for the small school. Lew was impressed and attempted to adjust
his curriculum planning to the needs of the rural children. He had lived in the country
and had a personal knowledge of rural life. For him the curriculum as written was not
relevant to a rural background. It was prescriptive and conventional, with little or no
effort to adapt the subject contents to the needs and interests of country children.
Amendments and changes were left to the teacher, but not all first-year teachers
possessed the skills to follow these changes through.

Lew’s school morning commenced with a short outside gathering, morning greetings, a
short prayer and ‘God save the King’ plus any special announcements. Then the day’s
work would commence. He believed that the class needed a ‘settling’ time each
morning before formal lessons began. He would march them around the school grounds
and, keeping to a rhythm, they chanted the tables for that day. Thus the rote learning of
tables took on a different approach. He also made Montessori Steps, consisting of fifty
cotton reels, painted different colours for each step and mounted on steel shafts attached
to a wooden base.

The standard readers and magazines supplied by the Department of Education were
basic, but to extend and provide variety for the younger children he compiled readingcomprehension exercises. In addition he purchased cheap plastic furniture and plastic
animals. These he placed in boxes with written instructions on flash cards to instruct the
children how to organise them.
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Alan made few comments regarding the curriculum but found the school records were
minimal and the past programs and time-tables of little use in helping him to organise
his first term. From the previous year there had been a growth in the number of children
in the lower classes of the school. Now six children were enrolled in Kindergarten, Year
One and Year Two; and five in the upper section of Years Five, Six and Seven. There
were only two children in the middle section of Year Four. It presented a class
management problem particularly as the school had little or no equipment. There were a
few old textbooks but little more.

It was a month before Alan discovered that the requisition form for the previous year
had not been placed, so it was now necessary for him to prepare a supplementary order.
Until the materials ordered were received the children were asked to bring such needs as
writing material, soap and toilet paper from home until, by the second term, the school
supplies had arrived.

He is critical of the correspondence system and the pressure to move students after Year
Six on to the next grade. He felt that these students were not always ready for the more
advanced high school work. When they were ‘not ready’ and needed additional help, the
teacher was distracted from devoting his teaching time to the younger children. These
he saw as a higher priority. Also, the parents did not seem to insist on education as a
priority, for if dad needed help on the property the older, correspondence children,
would be absent from school.
To supplement the curriculum (the old ‘Blue Book’ as teachers termed it), and to assist
in the planning of his lessons, Alan purchased grade texts. He did not have a duplicator
but used a ‘jelly pad’ to prepare work sheets for the students.

Dave, on the other hand, has only praise for the parents who helped their children with
the correspondence lessons and for the ‘[Women] who had to organise their households
and set aside time to help their children and to supervise and teach‘ (McPherson, 1997,
p.173). He claimed that the system was ‘an eye opener for him. These children, who had
never seen their teacher had still formed a strong bond’ (McPherson, 1997, p 173). A
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similar statement was forthcoming from Alan on the commitment of the women to their
children and family.

Dave also commented on the attitudes of the older children and the ways in which they
would help their younger siblings. Their resourcefulness and attitude he saw as ‘typical
of the outback people’ (McPherson, 1997, p.173)

Dave tells of a 12-year-old boy who had never attended a school but always learnt by
correspondence. His reading was at a Grade 3 standard, but with money and figures he
was a wizard. He drove a truck and tractor and helped his dad out in shearing and
harvest times. When the school opened he seemed ‘to soak up the knowledge [and] in
later life became a successful farmer’.

7.7 Collegiality and ‘The Fellowship of the Ring’

The principal of the two-teacher primary school at Rand was sympathetic to the
difficulties of the young teachers. Each month he organized for them to come to his
school for meetings on curriculum, programming and any related issues. These
meetings were purely voluntary, and certainly not organized by the NSW Department of
Education, but they filled a real need in the lives of the young teachers. Alan describes
the principal as having a wealth of information on curriculum and multi-class teaching.
A new school inspector had been appointed to the district. His centre was in Albury but
Alan could remember him visiting the school only twice in the year. Of teacher training,
Alan comments that it did nothing to prepare him for teaching in a small school or
living in a rural community.

Organised professional development did not exist, but the teachers attempted to
overcome this problem in various ways. On a Friday night a group of teachers would
unofficially meet for drinks or dinner at the local club or similar venue and discussions
would develop around their teaching and the children. Brian comments:
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We shared thoughts and provided our own professional development. We had nothing helpful
from the Department – not a thing. In my two years we had one in-service meeting on correct
filling in of forms and another on Art, organized by Miss Playford.’

The isolation and lack of any formal support created camaraderie as the informal
relationships developed between the different young teachers. With their peers they
could relate on a more personal but informal level, and give voice to their worries and
concerns. This they could not do with other community members, as they were thought
to be in a different cultural rank, professionally, socially and personally

The themes indicated by the Teacher’s Voices (Table 7.1) do indicate their feelings and
a desire for professional inclusion. They speak highly of the community’s support in the
education of their children, but the local social activities were not a release for them.
The result of the isolation and loneliness often resulted in boredom and unorthodox
behaviour ‘not befitting a young teacher’

Talkabout (March 2008) tells of one young teacher, placed in a small school out from
Adaminaby, developing his ‘never ending, never failing betting systems’ in an attempt
to beat the bookmakers. According to him they were ‘sure fire’ successes but according
to his peers they were not. Then, there was the story of the young man who, on his way
home to his boarding house after a Friday evening’s ‘consulting’ with the boys,
commenced throwing stones on the roof of the local police constable’s house. Except
for indignation on the part of the young constable nothing came of it but for a few days
there was a worried teacher.

Another young teacher, who will remain nameless, on his first appointment to a rural
situation would go to school at 6.30 in the morning, and not return to his lodgings until
8 o’clock in the evening. He was sharing a lean-to at the back of a farmer’s cottage with
two of his pupils. After school hours was the only time that he could feel a release from
the demands of his environment. He requested a transfer after twelve months at the
school. For him the living conditions were undesirable.

188

Possibly one of the more radical and unorthodox expressions of frustration was the visit
by two teacher friends to the Glenara School. They drove into the privacy of the school
grounds and sitting on the verandah proceeded to consume several bottles of beer. They
had been out shooting and one decided to test his marksmanship on the school rain
gauge. Then, after ‘shooting it up’, they became worried and tried to disguise the bullet
holes. However, they soon found that in country centres ‘news’ does spread.

7.8 Commitment to Country Service
This study represents only a small sample of rural teachers but it does illustrate the
conditions and isolation under which many young teachers worked and the challenges
that they encountered. The collection of data from a larger representative group would
be necessary to substantiate the comments made by the teachers in the remote and
isolated regions, but these are genuine stories and do raise questions about the
responsibilities of the employing body in terms of equity and duty of care.

The first challenge came after the young teacher received an appointment. He was then
required to take up his school duties by the date specified. For most the appointment
was straightforward but for others the geographical challenge of where the small and
remote schools were situated was unknown to the teacher and often unknown to the
officers of the Department of Education who had organised the appointment.

Although by law the children were expected to attend school, not all the parents were
willing to provide teachers with the necessary accommodation. Brian found his board
with Mrs Webster very satisfactory, and Bob still maintains contact with the Campion
family. Ken, mainly due to his involvement in the local church activities, was well
accommodated in a private home at Bellingen while other teachers remained in
boarding houses. However, when Ken moved to Kiama the situation was reversed and
he stayed in a boarding house: ‘It was impossible to get private board in Kiama.’
Dorothy’s accommodation with the elderly ladies in Wellington was primitive but still
‘interesting’. So in both transport and accommodation there were similarities and
differences in the community’s acceptance of the young people.
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The teachers’ comments regarding the NSW Curriculum have been substantiated by
various research activities. In 1977 a project was undertaken by the NSW Department
of Education in conjunction with the University of Sydney (Turney, 1980). The team
‘encountered the problems of isolation’ and recognised the difficulties when spending
time in the remote regions. Here they gained first-hand information about the rural
‘education problems and challenges’. Their findings, from the rural teachers they
contacted, reflect the comments of Bob, Lew and Brian:
Most teachers … (90%) … felt that a very important aim of country education was to achieve
student mastery of reading, written and oral expression and basic number. A second very
important objective … (expressed by 67% of teachers) … was the offering of a curriculum
relevant to children’s backgrounds and future needs (Turney, 1980, p.39).

As late as 1986 teachers appointed to rural schools were not adequately prepared for
rural teaching and conditions. In 1987 the Commonwealth Schools Commission
admitted that the teachers appointed to rural schools faced special challenges and
conditions not necessarily experienced by other teachers (p.214). The conditions had
been recognised for many years by the rural teachers, but suggestions for improvements
appear to have been ignored. The comments confirm the earlier words of the teachers,
their dissatisfaction with teacher training and the lack of on-going professional
development.

On the question of the curriculum, the participating group appeared to speak with one
voice concerning rigidity and inappropriate subject matter for rural children. However
the young men without the training and knowledge of infant learning, the organisation
of multiple classes and rural community life were forced to rely on its structured
approach.

The teachers believed that the culture and needs of the rural children had not been
considered by those compiling the curriculum and that the teachers should have more
freedom to develop ‘subjects of interest’. Lew is critical of the connection between the
curriculum directions and its relevance to the children. Brian decries a lack of
curriculum development to meet the needs of distance and isolated students and to
broaden their interests. Gerard considered that in the curriculum there should be greater
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freedom for adaptation. Ken made few comments regarding the curriculum, except to
link it to reading, the library and to the class research. However, Dorothy complained
that in the city school she was unable to motivate and develop the children’s interests,
but in the country it was easier as there was ‘less stress on curriculum content.’

Despite the efforts and commitment of teachers, the comments by parents (fairly or
unfairly) were not always complimentary. Mrs Brown wrote the following letter to her
child’s teacher regarding homework, although she was fully aware of the homework
policy:

Dear Teacher,
Ian tries to do his homework but it is quite plain that he is not taught enough at school by
inefficient teachers who are not educated enough when they leave the Teachers College to be
able to teach or take responsibility for any child, no matter how old.
(Talkabout, Nov., 2007, p.10).

The issue of the school summer sports days also came into question by another parent:

Dear Teacher,
I do not give permission for my girls to go swimming on Fridays. Under no circumstances are
they to go near the water until they have learnt to swim.
(Riley, cited in Talkabout, 1999).

An absence note, on the other hand, illustrates the literacy levels of some parents:

Dear Teacher
Richard has a sore thro and ca’t tak nuch.

This meant - ‘Richard has a sore throat and can’t talk much’.
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The stories of these young men and women reveal the barriers they encountered in the
education of children in the isolated and remote schools, and the inequality that existed
between the rural and urban schools. The assumption by the officers of the NSW
Department of Education that the ‘social needs and situations of rural Australians
mirrored those of the urbanites’ ignored the rural conditions (Share, Lawrence &
Boylan, 1994, p. 61). Although the young teachers had undergone two years of training
they still felt unprepared for the classroom challenges. However, despite the challenges
Alan describes his work in the small school as ‘a rich experience’. Malcolm states ‘I
was disappointed when I was moved to a larger school’. Ken claims ‘I enjoyed my
country service.’

7.9 Summary - comparison of stories in the study with those from other literature
Through a comparison of the stories related by the participants and those found in the
literature, the element of consistency can be assessed. There is a strong correlation
between the writings of McPherson (1997), Riley (1997), and the memories related in
‘Talkabout’. Teachers and students agree on the construction plan of the small school
and its geographical positioning and ‘of the small school in the corner of a farm
paddock’.

7.9.1 School Accommodation

There were cases when a small school building had not yet been constructed so
temporary accommodation would be organized. Dave gives an example when, at
Boonangra in taking up his first appointment, his ‘school room’ was the converted
sleep-out in a stockman’s cottage. Helen’s story has a similar ring (Riley, 1997), for she
received an appointment to a school burnt down the previous year. The three teachers
appointed to the Tarcutta Primary School were placed with their classes in the local
community hall until a new school could be built. However Helen considered that she
was more fortunate than the teacher appointed ‘way out west’. From his school
residence he made three requests for a bathtub to be installed. Finally he received an
official reply:
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Request definitely denied. As you spend your annual holidays by the sea, that is quite sufficient
for bathing purposes (Riley, 1997, p.65).

These stories are not isolated incidents. Barry was happy on being appointed to
Whitton, a three-teacher school within a reasonable distance of public transport. But by
Easter he was re-appointed as the teacher-in-charge at Bunnaloo, 65 kilometers southwest of Deniliquin. On further enquiry he discovered that the school had been closed for
the last seven years. Now the Department of Education decided that he, a probationary
teacher, would be responsible for its re-opening. Naturally there was no basic
equipment, such as chalk, pencils or paper, so for the time being he borrowed from an
adjacent small school (Riley, 1997).

7.9.2 Communications

The support facilities like phones and power were lacking in many of the remote
schools, placing teachers at times in an invidious situation. There was only one adult
attached to the small school and when an emergency occurred he was forced to rely on
the senior members of his class. Duty of care had not been considered by the employing
authority so a solution depended upon the teacher. For example, in the case of a child
being bitten by a snake (mentioned previously) the teacher had no alternative but to act
immediately, leave the class unsupervised and quickly travel for help. Fortunately the
teacher in question possessed a motor vehicle.

This lack of communication was also most difficult for the district inspector when he
was attempting to maintain professional links with teachers in the field (Talkabout,
November, 2006). Passing messages through parents’ phones was not always desirable.
Most rural phones were attached to party lines and anyone on the line could listen to
conversations, confidential or not.

Quite apart from the teacher’s initial travel to his teaching appointment and obtaining
local accommodation, the daily journey to school was similar for both teacher and
student. Children normally walked, or rode a bike or a horse. The schools had a fenced
paddock for the use of children’s horses. Not all young teachers possessed a motor
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vehicle so they also walked or rode a bike. In a few rare cases the teacher was loaned a
horse, as Malcolm recalls. In his case, as the river had flooded, following heavy rains,
there was no other way of getting to school.

7.9.3 Community

Strong links were developed between the community and the school. The schools were
well supported and most could claim a branch of the P. and C. Association. In the
matter of imparting knowledge, however, parents saw the school as the teacher’s
responsibility. Some schools were created at the instigation of the parent body, for
example at Boonanga (McPherson, 1997), and in 1915 a petition to the minister for
education was instrumental in the formation of the North Deniliquin School, as
mentioned in the prologue.

East Botany Primary School was not in a rural area but it was in a newly developing and
isolated area. There were no train or bus services, for it was a settlement that evolved
following the end of World War 11. In 1947, following parent agitation and petitions, a
school opened in an old army hut. Within weeks it was flooded and became unviable.
School furniture was salvaged and placed in the lounge room of a local resident. This
then became the school for the next eight months (McPherson, 1997). This story is
similar to that of the young female teacher arriving at Tarcutta to find a ‘burnt down’
school (Riley, 1997, p. 64) and to Brian’s appointment to Goodooga, where, apart from
desks and chairs, there was ‘not a blackboard or chalk’ (Riley, 1997, p.64).

Criticism of the college training was an issue with the young teachers. They felt that
their two years in college had not sufficiently equipped them to deal with teaching in the
rural school. Further professional training also was not available and, as Gerard
commented, ‘the administration did not want to know about us’. To compensate, the
teachers formed their own self-help groups.
7.9.4 Resources

Equipment was frequently lacking in the schools and it would take some time for a
supplementary supply to be received. In his early experiences, Alan found that he had
no basic supplies to start the year, for the requisition had not been placed in the previous
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year. When he could not locate the standard curriculum he ‘muddled’ along as best he
could until he could contact the inspector and some action was taken (Riley, 1997 p.85).

Brian Pettit, cited in Riley (ed.) (1997), comments on the curriculum:
The Department of Education’s curriculum had been designed for more idyllic situations, but I
adhered to the core subjects and prayed that more texts, reading materials and other paper
supplies would soon arrive (Riley, 1997, p.85).

In the present study, the now-retired teachers believed the curriculum was too
prescriptive and that it should be broadened to meet the particular needs of the rural
children. Mick commented that it was ‘helpful when one [curriculum] was received’
while Bob C. believed that the culture of the area should be a base for the children’s
learning. Access to library facilities that could expand the children’s knowledge was
often limited.

However the school students knew little of curriculum. They spoke of reading, writing
and arithmetic (now called mathematics) and they did have knowledge of the games
they played at their school (McPherson, 1997). Sport was popular and particularly when
the students in the surrounding small schools were able to join in competitions with
each other (McPherson, 1997).

7.9.5 Discipline

The issue of discipline was not perceived as a problem for the teachers interviewed.
They thought their classes contained happy country children, easily managed, and they
give no indication of the use of the cane for disciplinary reasons. However, in the
periods before 1950 there are records of unnecessary use of the cane. McPherson (1997)
tells of a little girl attending Barry Public School being caned for having dirty shoes
(she had walked three miles) to school. Another was caned because she could not grasp
mental arithmetic and so the teacher ‘would give six cuts of the cane each time’ a
response was given incorrectly (p.135). A little girl in 1954 was tempted by the
strawberries growing in the teacher’s garden and picked and ate a few. For this she
received two cuts of the cane.
195

The Discipline Register of the Currawarna Public School, shown in table 7.2 illustrates
the nature of punishable offences over a period of time from June 1938 to May 1945.

Table 7.2
The punishment book of the Currawarna Public School illustrates the amount of
punishment and the nature of the offences, over a considerable period of time, from
June 1938 to May 1945. However, one comment does stand out, that ‘Corporal
punishment is the only punishment for this case’ (Appendix 15).
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7.9.6 Summary

Despite the challenges presented to young teachers in the isolated schools, they express
a real joy in the memories of their experiences. Mick describes his 13 years in the small
schools as ‘probably the most enjoyable and productive of my career’ and A. Steel in
Talkabout comments ‘how brief is a working life yet rich and sufficient when one
teaches’ (March, 2007). Robyn Howell is philosophical in her summarisation of her
experiences in teaching at Willow Tree Public, a three-teacher school:

Somehow we all survived. Fortunately we all had a good sense of humour – liberally applied
(McPherson, 1997, p.191).

However, in 1988 Stewart McCullogh on revisiting his school at Medlow wrote:
We could not but notice the friendliness of the children … it was the same when we were there
29 years earlier. I can still see the Kirkman Kids … after their long walk to school … racing up
the road to get started … the enthusiasm was infectious. May it ever remain so (McPherson,

1997, p.186).

Peter Clark, writing to Talkabout (2009), has the final say. When asked ‘Would you do
it all again?’ the reply was ‘you bet’ (p.11).

The following chapter concludes this study and provides some thoughts about future
directions in rural education.
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CHAPTER 8 - CONCLUSION

8.1 Education
Distance and isolation have proven to be major challenges for teachers, students and
parents involved in rural education in New South Wales. In 1866, reconciliation
between the church and the state regarding the education of children came about with
the Public Schools Act (Turney 1980), and was followed by the Education Act of 1888.
The British school system was transplanted to New South Wales and gave little or no
consideration to the geographical and climatic conditions in New South Wales which
were quite different to those of Britain. Although in NSW rural schools were usually
remote from populated areas, they played a major role in the education of rural children.
Initially it was considered only necessary that children be able to read, write, and
perform simple mathematical calculations, so the educational objectives were driven by
these broad goals. The program of work was planned by the teacher, based upon the
Department of Education Curriculum, and aimed to meet the needs of the individual
children.
This study dealt with the challenges facing rural education in the 1950s and 1960s as
remembered by teachers, students and parents. It explored:
a)

the advantages and challenges that were incurred in the organization and access to
education from the perspective of students, teachers and parents;

b)

the extent to which rural schools met the needs of primary students living in remote
areas in NSW, according to the recollections of the students, their teachers and
parents;

c)

the effectiveness of the correspondence school system in providing academic
support for students in isolated areas;

d)

the influence and effectiveness of the mandatory school curriculum on teacher
training programs; and

e)

the implications that can be drawn for the future of education.
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This final focus of concern has been how this information can inform current and future
educators. Apart from presenting accounts of those involved in education in the 1950s
and 1960s this information can act as a rich resource from which ideas can be drawn for
the future in terms of organisation, curricula, pre-service teacher education and the
induction of beginning teachers.

8.2 The Education Department – Challenges
In the 1950s the country was still recovering from the effects of the depression and
World War 11. The state government was not generous when attending to the needs of
rural communities or the learning conditions in schools, although it was claimed that
one third of school-aged children resided in rural areas. Also, there was a shortage of
adequately trained teachers, school buildings and educational resources. Teacher
training had been neglected and the majority of the existing school buildings in rural
regions were extremely old, and quite dilapidated. In city areas up to 50 children were
being taught in any one classroom.
Thus school buildings with adequate playground areas were urgently needed. The basic
equipment of tables and chairs, along with the allocation of the books and any
supplementary materials, had also to be considered, but change takes time, money and
organization. For the government, education was one of the expenses most easily
deleted from the budget. The establishment of a school could also be influenced by
limitations of poverty and the culture of the community. Parents lacked the in-depth
knowledge of on-going and progressive education. Unfortunately, research concentrated
on the advantages and difficulties to be found in large city schools.
These concepts have been discussed in detail and in a statement in February 1955 the
Teachers’ Federation endorsed the following view:
[We] again draw the attention of the Commonwealth and State Governments to the alarming
shortage of teachers, school buildings and equipment, and urge that urgent allocations for
education be made from both loan and revenue funds (p.1).

The Department of Education considered the small-schools teachers to be their
representatives in the rural regions and advocated their involvement in parental and
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community activities. With the co-operation of the P. and C., and by relying on the
teacher developing parent connections, the community could become an important body
and an element in the establishment and progress of the small school. If a teacher was
well regarded in the community the management of the school with the help of the P.
and C. would be constructive. Thus, the Department of Education believed that small
schools could build strong communities which, in turn, would benefit the students.
However, state policy makers were inclined to prefer large schools. Large schools on
the outskirts of a town were (and still are) less expensive to operate, as the funding ratio
could follow a flat rate and staffing could more easily be obtained.
There was hope in 1948 that the appointment of regional directors of education would
mark an attempt at decentralization and bring the administration a little closer to the
people, but the difficulties remained. Inspectors and regional directors retained the
responsibility for maintaining the education policies and at the same time assisting
teachers in remote schools (Education, August 1957). Although the teachers recognized
the problems, ‘little or no thought [was] given to teacher feed-back, representation or
consultation’ (Share, Lawrence, & Boylan, 1994, p.65). Thus the majority of rural
teachers would ‘serve their time’ and then apply to be moved to a less-remote
environment.

8.3 Challenges and Advantages - Teachers
Australia has a relatively small population scattered throughout a wide area and this
factor intensified the general problem of teacher shortage. The result was teaching
shortages in rural areas in New South Wales. In the 1950s and 1960s there was
reluctance by experienced and established teachers to accept appointments to small
country schools, but young teachers entering the service for the first time were bound by
the regulations and policies of the Education Department. As they had been trained
under an education department scholarship they were now required to accept a teaching
position anywhere in the state. They were moved away from their social contacts,
friends and family. These young teachers, although reluctant to apply for small-school
positions, were placed in a variety of rural schools. Data from their narratives, and
reflections on their experiences, indicate significant changes were necessary to
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encourage the positioning of teachers in these schools. However, teachers who adjusted
to the rural environment and conditions considered their small-school placements
pleasurable experiences. In addition, they had the advantage of entering their chosen
career.

When a young teacher received notification of his first appointment the challenge was
to investigate the whereabouts of the school and the means of transport to its location.
Then, few young teachers having the advantage of their own motor vehicle, teacher
accommodation within a reasonable distance of the school was preferable. This could be
an advantage, with many young teachers being lodged in the homes of the local farmers
and their children. It could also be a disadvantage, when accommodation conditions
were not congenial.

Bob speaks highly of his accommodation in the home of the Campions, and Brian still
maintains contact with his ex-landlady, but Dorothy found her accommodation at
Wellington, with the three elderly ladies, quite stressful. Lew was not welcomed into the
school community as the inhabitants considered an additional person was an
encumbrance.

However, in all circumstances, the teacher needed to hasten slowly and keep an ‘open
mind’ on the culture of the area. The young first-year teachers had moved away from
the influence and companionship of their friends and associates in the city. They
possessed little knowledge of remote rural conditions and were constantly being
challenged by isolation and distance.

The moving of the teaching staff from school to school was disruptive, as each new
teacher needed time to establish himself in a different community. Sherry Morris, in her
book ‘Wagga Wagga’, tells of farmers who had been settled on government blocks at
Gumly Gumly. She records her impressions of the family and the restrictive culture as
they struggled to survive.

Unforeseen circumstances could occur in the school, leaving the teacher wholly
responsible for the duty of care to the students and with no adult support mechanisms to
rely upon. In these instances the teacher had to make decisions and act promptly for the
202

welfare of the individual student, while maintaining the duty of care for the whole
group.
Teachers interviewed were critical of their teacher training, feeling that it had been quite
inadequate to equip them for teaching in a remote school. Only a small number of
teacher-trainees was exposed to courses on teaching and management in the small
school. Demonstration schools did not centre upon multi-grade class teaching.
Unfortunately, the Department of Education had not fully accepted that there was a
difference between the teaching of students in remote rural small schools and those in
larger urban places.

8.4 The Curriculum

The Curriculum and its instructions to teachers seemed to assume that ‘one size fits all’.
There appears to have been little understanding or concern for the teachers’ remoteness,
isolation and associated difficulties. This assumption needs to change.

The teachers in both urban and rural schools were bound by the same 1952 Curriculum
and interpretation of its content. The absence of appropriate Australian content posed a
problem for young teachers in isolated areas. They believed it was not reasonable to
present lessons to ‘out-back’ children who lacked experience or knowledge of particular
topics, for example, it was absurd to ask children in the remote inland areas to write a
story on ‘A Day at the Beach’ when they had never been to or seen the sea or the beach.
However, for young teachers in their first appointment and with little or no knowledge
of planning for the children in the multi-grade small school, the curriculum was
invaluable as a basic guide. It was the basis upon which they formed their weekly lesson
program. As one teacher, Mick, commented:
I had no idea what was required for each individual class without it [the curriculum]. The basic
elements were satisfactory … about all that I could cope with at the time.

Teachers debated the Curriculum of 1952, wanting it broadened and improved to meet
the needs of rural children, but often they were voices crying in the wilderness. With
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experience they developed their own concepts of teaching rural children in subjects such
as writing, language, art and mathematics, and they experimented with the content,
modifying it to meet the interests of the children in their environment. With all children
the help and encouragement of the teacher was vital.
At the present time there are moves towards a National Curriculum covering
Kindergarten to Year 10. If, and when it is adopted, teachers in regional and rural
schools in all states, and in particular in isolated rural schools, will be faced with a
number of issues. The Curriculum as it is visualized will be accessible upon the Internet.
Firstly, teachers must be computer literate and all in-service training will occur through
video-conferencing. It will be conducted from a central control facility linking up with
the school’s Connected Classroom. The ‘white board’ is central to the classroom and to
student studies. Every school in NSW is expected to have the facilities and, in addition,
if national Broadband becomes accessible in remote regions there is a potential for great
change in the whole approach to education.

8.5 Blackfriars Correspondence System

Blackfriars Correspondence School provided an adjunct to public school education.
Through this system the NSW Department of Education made education accessible to

rural students up to the Intermediate Certificate level, thus justifying their policy that
education was available ‘to all children’. The small school teacher had the added
responsibility of supervising and coordinating the lessons, but in the process could often
feel guilty of neglecting his small school students. Too often the children found it
disconcerting moving from direct teacher guidance to the correspondence system.
The Correspondence School was both an adjunct and an advantage for the country
parents. They were able to avoid placing their primary and high school children in a
boarding school, or in the closest town possessing a high school, for not all rural parents
were in a financial position to maintain their children in boarding conditions away from
home.
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Many students withdrew from correspondence education at about 15 years of age as
they were by then able to help on the properties. Whether being supervised by the small
school teacher or at home, the difficulty was to maintain stimulation, interest and a
variety of experiences. However, correspondence lessons were a great value when
adequately supervised. The mother, who was usually the home supervisor, needed to be
patient and encouraging and have a belief that education was necessary for a child’s
future in the outside world. Unfortunately many country mothers lacked the time, the
perseverance or the scholastic background for effective supervision.

8.6 Challenges and Advantages for the Children

The major challenge for children was the isolation and distance. In regional areas the
children were familiar with all others who would attend the small school. They came
together almost like a large family and, as a result, they were cut off from the
experiences and cultural influences of the wider social background found in urban areas.
In the small schools education followed the prescribed centralized programs outlined in
the curriculum. The children learned to read, to spell, to write and to do simple
mathematical calculations but, as they grew older, their perceptions of the world outside
their environment were not expanded. The climate of the school depended upon the
expertise of the teacher and the learning atmosphere that was generated, but the positive
attitudes and the independence and sense of responsibility displayed by the children, in
both the school and the home, were modelled on the behaviour and the expectations of
the parents.
Thus, the lack of social stimuli and the children’s knowledge of the ‘outside’ world
challenged the teachers’ skills. The ‘voices’ of students and teachers were not heard by
the ‘centralised’ education system of the 1950s and 1960s. For example, a degree of
boredom is shown by Elsie when she comments on the ‘pepper trees and the small
school in the corner of a paddock’.

Sport and its related activities were popular, as were the lessons for the girls in both
needlework and craft. Sue comments on her joy in the small school routines (she
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revelled in the library), but Bob I. was critical of his teacher who was inclined to ignore
him until he realized that Bob had the ability to learn. The ex-student participants knew
little of the curriculum and its place in education, but they could recall the drill lessons
as programmed by their teacher.

The Karmel Report (1973) was an attempt by the Government to address and reduce
geographical isolation. As Welsh, M. wrote in 1999:

'The Karmel Report (1973) was a seminal report which established the basis of Commonwealth
provision for school education on the principle of 'need'. ... The report revealed gross
deficiencies in the resourcing of many schools around Australia - a fact which had been drawn
to the Commonwealth's attention over a decade of lobbying by parents and education systems.
The Karmel Report was underpinned by a commitment to promoting equality of outcomes in
schooling by making the 'overall circumstances of children's education as nearly equal as
possible' (p.139). Higher levels of resourcing were therefore needed to address existing
deficiencies in schools.'

A Disadvantaged Country Areas Program which later became the Country Areas
Program (CAP), remains an ongoing commitment for the Federal Government. CAP in
NSW supports 250 schools and distance education centres. As stated by the NSW
Department of Education and Community (2011) 'approximately two-thirds of the
schools are small one and two teacher schools'. The funding is additional to other
funding sources and aimed at helping 'with the additional and particular needs of
geographically isolated students'.

No specific provision was made for children with intellectual or physical disabilities in
the small school, so the parents carried the burden of care. It should have been
recognized that education was everyone’s responsibility. The education programme
needed to be widened to provide for all children, including those with special needs.
They had a right to ‘schooling’ and with either the assistance of a specialised teacher or
trained teacher’s aid. Currently the Productivity Support Commission is conducting an
inquiry into a national disability and support scheme (Education, 2010).
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8.7 Looking Ahead: Lessons for the Future
This study is an attempt to define the challenges as well as the advantages faced by the
students and teachers in the 1950s and 1960s. It is through their stories that the
conditions of school life and education within rural communities can be understood. It is
recognized that the ability of schools to implement and change in the past has been
limited by staffing shortages, a variety of socio-economic factors and the Department of
Education’s resources. However, with technology playing a greater role in our everyday
experiences, careful thought must be given to issues related to teacher access, training
and the use of technology in schools if the current and future needs of the students are to
be met. The introduction of the National Broadband Network will enable access to
resources wherever the child lives. In practice, access to technological advances will
depend on the child’s family having the relevant resources and the ability to effectively
use these resources.

The essence of small schools is in their place in the community and in the ways by
which children, teachers and parents interact with one another in order to provide the
children with a worthwhile education. Now is not the time to leave education on
automatic pilot. In the 1950s and 1960s the small-schools teachers performed their
duties to the best of their abilities, but the adaptations and changes now more strongly
recognise the schools as everyone’s responsibility. With this philosophy in mind, the
education of rural children, living in the remote and isolated regions, must allow them to
keep pace with their urban brothers and sisters so that all Australian children can pursue
opportunities in our rapidly changing global environment.
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Figure 8.1
Doomadgee State School – Lap Tops, ‘To Lead Children out of Poverty’
(Weekend Australian, September 11-12, 2010, p.1)

Rural families are concerned with local questions and local affairs and their lives take
place within a few square kilometers. They are determined by local conditions, that is,
the needs, customs and conditions that lead to schooling and entertainment.
The stories of small schools, teachers and rural education are not negative. The small
schools of the 1950s and 1960s were an integral part of remote-area education as they
provided rural students with a basic primary education. The young teachers carried out
their duties to the best of their abilities, but now, as then, approaches to education must
change to address new challenges. There is the need for researchers to re-visit and
continually document education. The Teachers’ Federation in 2001 claimed that small
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schools are structured using multi-stage units of work, for their multi-stage classes. The
DET (Department of Education and Training) acknowledged that rural areas ‘may miss
opportunities... They do not have access to a full range of specialist staff or learning
programs’

as

part

of

their

"Building

the

Future"

draft

document

(http://www.forourfuture.nswtf.org.au/news/2001/10/17/small-school-newsletter.html).
The authorities must also recognize the culture in remote rural communities as different,
and must create opportunities to expand the children’s intellectual horizons. To achieve
such goals more research is needed into the use of technology to enhance the
educational experience of isolated rural communities. This will help ensure that the
quality of the education experience of such communities does not suffer in a world of
competing government priorities.

Currently in the process Australia is now writing a National Curriculum. Will this
expose children in different environments to the same set of demands whilst working
from very different platforms? To what degree will the state systems of education be
influenced and change? Will children in rural schools have the same equity in funding
and opportunities for obtaining resources as children in large city schools? Will the
introduction of ‘laptops’ for all children really provide greater enrichment of the
curriculum? Will the ‘My School’ website advance the education of rural children?
These and other questions will need to be addressed as the reforms are being
implemented.

For example, in the period 1996 to 1997 a working party of school principals was
formed to consider the directions for small schools. They compiled a Small School
Manual in 1998 and updated the contents in 2003 (NSW Teachers Federation, Rural
Handbook, 2003). A gap still remains between the directions proposed by the working
party and the current policies of the Department of Education. Unless more attention is
paid to small schools, this gap will not close. The increasing use of classroom
computers, the current installation of interactive ‘whiteboards’, and the roll-out of the
National Broadband Network (NBN) would prompt one only to guess where this is
likely to lead, The technical re-training of teachers entails significant costs to the
economy but these aids are now becoming essential tools for education. Computers are
used in every walk of life so children require preparation that will enable them to secure
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a place in an advanced technological society. However, to contribute to educational
opportunities, financial support and control are needed. In-service courses should aim to
assist teachers with the technological changes benefiting all children, in both urban and
rural schools. The infrastructure costs will be high and governments will need to pay.
To quote from Share, Lawrence and Boylan (1994):

Rural educators are having to adjust to a radically new educational agenda, based on universal
school retention, the development of competency-based education and training, and the concept
of life-long learning. Underpinning these are sometimes contradictory notions of access, equity,
and social justice (p.65).

Rapid changes are occurring in the approaches to education, and technology is
endeavoring to open-up the world to children in isolated schools, or will the isolated
rural schools remain the poor cousins of staffed urban schools?
To me as a researcher, a former teacher and a former rural student, this study represents
a milestone in helping me to further develop understanding of the education life of
isolated rural schools. It is my wish that the study contributes to my own understanding
and that of others.
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APPENDICES
1. In I950 Braithwaite and King compiled their study on the ‘Organisation and
Teaching Practices in the one Teacher School.’ The study was commissioned by the
Australian National Commission for UNESCO. However it did not truly represent
remote rural schools as it was based on a demonstration small school centred at Sydney
Teachers College. It is relevant that the Director-General of UNESCO in 1950, received
all his schooling, from the age of 6 to 15, in a one-teacher, multi-class rural school and
as such had a personal interest in and appreciation of such schools.

2. In the early 1900s my grandmother donated a small parcel of land from her
property to build a combined school/church. Her daughter, my aunt, became the first
subsidised teacher in the area. Pressures of farm work forced her, after a few years, to
return to the work on the farm. All my early education was by correspondence. Now
both my daughters are university graduates and are involved in education.

3. The earlier Public Instruction Act of 1880 was amended by the Education Act 1906.
The Wyndham Report presented in 1957 led to the Amended Education Act of 1961 in
all Public Schools.

4. It was not until 1931 that Cunningham wrote his Primary Education by
Correspondence. His was the first documented study regarding the relevance of distance
education.

5. During the WWII years there was an alarming shortage of teachers, as young male
teachers volunteered for active service. Trained female teachers could be appointed to
schools as teachers-in-charge where living conditions were appropriate. Some of these
women retained their positions well after the war ended, as at Climsland P.S. and
Ganmurra P.S. However these appointments were an exception, and following the war
the policy on male appointments was re-instated.
.
6. University of Wollongong – a) Consent Form
– b) Participation Information Sheet
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This material was provided to the participants. The Consent Form outlines the
University’s ethics and the researcher’s responsibilities to the participants. The
Participant Information Sheet outlined the project to be undertaken. Their identity is
protected and they had the right to withdraw from the research at any time.

7. The concept of distance education originated in 1914 in Victoria, and spread to NSW
by 1916 when ‘Mr S.H. Smith, Inspector of Schools, undertook to teach by post a little
boy in the north-west of NSW’ (Cunningham, 1931, p. 17). The idea was so successful
that demands for the approach grew rapidly. It became necessary to employ teachers
specifically for the purpose (p.17). In 1920 a Department of Education Report stated
that:-

Before that [1920] Miss Inspector Longmore, with the help of a number of friends, endeavoured
to teach these children by the post … but the growing number of applicants … rendered it
advisable to appoint teachers. (Cunningham, p.17).

By the 1940s, Blackfriars School had expanded to provide instructions at secondary
(Intermediate Certificate) and technical levels. (Maclain, p. 77, date not provided) The
vacated Teachers Training College at Blackfriars, Sydney, became the base for the
teachers and the production of the Correspondent School’s education leaflets. The
system originated in Victoria and spread to NSW, Western Australia, Queensland,
South Australia and Tasmania. By November 1930, Australia-wide, there were 13,284
students recorded as enrolled students.

8. The ice was dispatched from the ice-works in Wagga Wagga. It was packed in
sawdust and placed in a Hessian bag. It would retain its condition for several hours. On
arriving at the farmhouse the bag was opened, the sawdust removed and the ice placed
in the ice-chest. Depending on weather conditions the ice may cool food for two to three
days.

9. From 1934 equal pay became a generally-accepted Federation policy. In 1952, when
the State Government was debating and planning to legislate, the staff of Randwick
Boys’ High wrote to the Federation asking for equal pay to be removed from its
platform. After much resistance, deputations and unconventional activities, equal pay
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was phased in and became a reality in 1963. It had taken 50 years of effort by
determined women to overcome the inequity
10. Government authorities deemed appropriate the difference in the male and family
income on the ground that married men had family commitments while the women were
usually single and only responsible for their own welfare. In addition, they claimed,
equal pay would place a considerable stress upon the State Government and this would
flow onto personal tax.

11. Basics of the Education Report, December 6, 1855 were a) In 47 cases the sites of schools were satisfactory but the remaining ones were badly
placed with difficulty of access and in ‘unhealthy’ situations close to road traffic and the
language of travellers. (Turney, 1995, p.193.)
b) The conditions of buildings were poor, unhealthy, dark and damp, and many had
mud floors and bark roofs and were of slab construction. Overcrowding was not
uncommon, for example Charcoal Creek had accommodation for 29 children but the
attendance was 98. (ibid. p.193).
c) The equipment was limited. There was a shortage of desks and seats, books for
writing and reading, blackboards and maps. The denominational schools were
subscribed-for locally through voluntary contributions.

12. There still remain discrepancies in the balance of males and females in the workforce. The Sun-Herald on November 22, 2009 quoted the following statistics:a) Australian women are paid 83% of what men are paid for the same work;
b) over the course of her career an Australian women will earn one million dollars
less than a man;
c) in senior business, women chair only 2% of ASX200 boards; and
d) only 2% of their chief executives are women.

13. When the inspector visited the classroom and was deciding if the teacher qualified
for a certificate or not, he was judging the teacher on meeting the requirements as set
down in the curriculum. Anyone who was inclined to divert from these requirements
required sound reasons. Thus the annual school inspection of the classroom teacher was
an anxious time, for his future was dependant upon its outcome.
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An Appraisal Report was an assessment of the workings of the whole school, not only
of the individual teacher. It differed from the teacher’s Inspection Report although there
were certain similarities. Other school records sighted by the Inspector were the
Examination Book and the Punishment Book.

14. There was a departmental move in NSW to consolidate several smaller schools into
one central school if a transport system was possible. It was felt that ‘the educational,
material and social advantages of consolidated schools outweighed the benefits
available in the small schools’ (Maclaine, 1973, p.76). It also was argued (1984-85) that
centrally-located schools were more cost-effective (Education Commission of NSW, A
Background Paper, 1984, p.1). However there were limitations upon the extent to which
such policies could be developed

15. In addition to the Punishment Book the teacher was required to keep an Attendance
Book and an Examination Book.
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